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CHAPTER I 
THE PROBLEM AND DEFINITIONS OF TERMS USED 
Leading music educators have expressed a need for 
studies of existing music programs in the various states. 
Such studies could serve as a basis for an evaluation 
of the existing programs and lead to the adoption of an 
enriched music program not only throughout one state but 
throughout all the states. Administrators, -confronted 
by such extensive studies, would be forced to give the 
music program far more consideration than would be given 
when the individual music teacher presents his or her 
problems. 
I. THE PROBLEM 
Statement of the problem. The purposes of this 
study were as follows: (1) to determine the music 
activities recommended for inclusion in the elementary 
school curriculum as presented by outstanding music 
educators; (2) to examine existing practices in music 
education in selected elementary schools of Maine; and 
(3) to evaluate these practices in the light of those 
activities recommended by leading music educators. 
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Importance of' the study. A profound interest in 
and concern f'or the f'Uture of' music education in the 
elementary schools of' Maine has prompted this study. 
Through correspondence with the Department of' Education, 
State House, Augusta, Maine, it was learned that music is 
no~ required as part of' the curriculum f'or the elementary 
schools. Thus it is to be expected that many schools 
have no music program. Nevertheless, the children in 
these schools have as much right to musical experiences 
as those in the large city schools where popular demand 
has resulted in the providing f'or a music program. 
Administrators on the local level, as well as those at 
the state level, must realize and understand the important 
part music education should play in the lif'e of' children. 
In those schools in which music is taught, it is 
important that music educators become aware of' modern 
trends. Such an awareness provides the thorough 
understanding necessary to present convincingly to 
administrators the importance of' music in the curriculum. 
Music educators must constantly evaluate their own programs. 
This evaluation can be made more intelligently if' the music 
educator is aware of' the conditions which exist in the 
particular locale in which he is teaching. 
This study was undertaken in the belief' that music 
teachers, classroom teachers, and administrators might 
be helped to evaluate their own music programs and to 
initiate improvements if they could study, and thus, 
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better understand the reasons for a complete music program. 
II. DEFINITIONS OF TERMS USED 
Elementary school. The term elementary school 
refers in this study to the kindergarten and grades one 
through six. 
Music teacher. The term music teacher refers to 
a teacher who has had specialized training in teaching 
music. The terms music educator and music S~Loervisor 
will be used synonymously with the term music teacher. 
Classroom teacher. The term classroom teacher 
refers to that teacher who is responsible for teaching 
all the subjects in the curriculum to one group of 
children at any grade level. 
Making ~music. The term making ~ music refers 
to the specific activities which have to do 1-vith the 
creating of words and music. 
III. LIMITATIONS OF THE STUDY 
It was believed that, for the original data to 
reflect the music programs of the average elementary 
school in Maine, certain limitations were required. 
These limitations are as follows: 
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(1) The twelve largest school systems in the 
State were not studied. These twelve school systems are: 
Auburn, Augusta, Bangor, Brunswick, Caribou, Lewiston, 
Limestone, Portland, Sanford, South Portland, Waterville, 
and Westbrook. 
(2) No junior nor senior high schools were 
included in the study. 
(3) Instrumental classes, bands, and orchestras 
at the elementary school level were not included in this 
study.· 
IV. ORGANIZATION OF RENL~INDER OF THE THESIS 
The study consists of six chapters. The initial 
chapter includes the statement of the problem, the purpose 
of the study, the importance of the problem, definitions 
of terms used, and limitations of the study. Chapter II 
consists of the review of related investigations. A 
study of music activities as recommended by outstanding 
music educators is presented in Chapter III. Chapter IV 
is concerned with the techniques and procedures involved 
in this study. The original data are presented in 
Chapter V. The final chapter is devoted to a summary 
/ 
of the study, together with recommendations. The 
questionnaire employed in the study and copies of 
letters to music educators, principals, and classroom 
teachers are to be found in the Appendixes. 
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CHAPTER II 
REVIEW OF RELATED INVESliGATIONS 
A review of the literature failed to reveal any 
studies concerned with elementary school music programs 
in the State of Maine. There were, however, studies of 
the status of music in the secondary schools of Maine, 
supervision of music, and teacher education schools in 
Maine. Studies of elementary school music programs in 
various other states have been made. There have also 
been several studies made of a desirable music curriculum 
and of teacher edu·cation schools in other states. In 
the remainder of this chapter, reviews of this research 
.. 
will be presented as (1) the status and supervision of 
music in the State of Maine, (2) elementary school music 
programs in other states, (3) the music curriculum, and 
(4) the preparation of the classroom teacher in teacher 
education institutions. 
I. THE STATUS AND SUPERVISION OF MUSIC 
IN THE STATE OF MAINE 
In 1949, Calderwood (24) made a study of the 
status and trends of music education in the public 
secondary schools of Maine. He found that there were 
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many schools without a regular music teacher. In some 
instances, interested persons in the communities or 
members of the faculties had done what they could to 
offer some music. The study also indicated that some of 
the regular teachers of music were not well qualified for 
the reason that, although they had had specialized 
training in piano, voice, or some instrument, they were 
not prepared to deal with music from the standpoint of 
the needs of the public schools. Maine is largely rural 
with many small communities and only nine major cities. 
Only sixty-four communities exceed a population of 2,500. 
The 516 to~ms and cities included in the study were 
divided into unions and were under the direction of 114 
superintendents. There were 120 music supervisors 
serving the state with many being employed in several 
communities. Calderwood concluded that this was a most 
undesirable situation. 
Griffiths (27) made a study of music instruction 
and s~pervision in the public schools of Maine in 1938. 
She reported that, of the towns studied, forty-eight had 
a music supervisor for all of the grades, seventeen for 
grades one through eight, one for grades seven through 
t1-velve, and one for the high school. Fourteen of the 
supervisors taught other subjects as well as music while 
fifty-five taught music as their only subject. 
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II. ELm!ENTARY SCHOOL MUSIC PROGRAMS IN OTHER STATES 
In a study of the physical and economic factors 
related to the status of music education in the rural schools 
of New Hampshire, Keniston (29) surveyed the 206 rural towns 
of New Hampshire according to the 1940 census as having 
2,500 population or less. She reported that eighty towns 
or 41.7 per cent of the rural towns had no organized music 
program in the schools. The twenty-three superintendents, 
principals, and music supervisors interviewed for the 
survey affirmed that they thought music was necessary to 
a school program, even while some of them had no music 
program in their schools. The purpose of the interview 
was mainly to get administrative reactions concerning the 
basic factors which prevented or hindered the establishment 
of music education programs in the public schools. 
Information on the other towns was acquired from the files 
of the State Planning and Development Commission, the 
State Tax Commission and the State Department of Education. 
Keniston reached no definite conclusions on the relationship 
of the music program to the economic and physical factors 
of the rural town. 
In 1954, Herne (28) made a survey of the status of 
music education in the public schools of New Hampshire. 
He proposed to determine to what extent the music education 
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program in New Hampshire offered opportunities to boys 
and girls for participation in musical activities. The 
investigation included all the classes and activities 
available, whether during school or after school hours. 
His data was derived from questionnaires sent to the 
music teachers of the 237 school districts of New Hampshire. 
Herne reported that, among the 107 school districts 
reporting, there were only sixty~seven music teachers. 
Of these sixty-seven, only twenty-nine were employed in 
a single district. Of the balance, some taught in seven 
or eight different towns each week. He suggested that, 
under these conditions, it was not surprising that the 
music programs of the State showed no uniformity. Many 
of the teachers answering the questionnaires indicated 
that they were not satisfied with their programs but were 
limited because of the time available for the teaching 
of music. 
According to the information received, the singing 
activities were used most frequently in the elementary 
grades. Rhythmic activities received some emphasis in 
the first three grades. Listening activities received 
less attention than the rhythmic activities and creative 
activities received the least attention. 
Herne concluded that there was no accepted standard 
for the music program throughout the public schools of 
10 
New Hampshire. The curriculum of each individual city or 
town was dependent upon the philosophy and interest of 
the administration and the trainirtg, ability, and 
philosophy of each individual music teacher. The support 
or lack of support on the part of the townspeople also 
played an important part in the curriculum of the 
individual school. Herne stated that this lack of 
standard requirements was most unfortunate as the pupils 
of many schools were denied opportunities that were 
available to pupils in neighboring towns, and, as a 
result, proved to be a great disadvantage when these 
pupils reached college. 
In 1954, Wright (33) made a study of curriculum 
trends in music education development and the music 
program in the Weymouth, Massachusetts schools. He found 
that, at the elementary school level, the music in the 
classroom was approached for the most part in traditional 
fashion. The supervisor visited once every two weeks, 
listened to the previous assignment involving primarily· 
rote and note singing, and made the assignment for the 
next two weeks. He found that a few teachers had set an 
excellent example of what could be done in music by the 
classroom teacher .through providing the musical experiences 
which a child should have. However, many of the teachers 
felt that they were ina.dequately prepared for teaching 
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music and, since music was a ttspecialn subject, it should 
be taught by a 11 specialn teacher. Wright fel-ft that this 
attitude was the result of the poor training in music 
teaching which the classroom teachers had received in 
the various teacher education institutions from which 
they had graduated. Another contributing factor to this 
attitude was the absence of workshops or in-service 
preparation courses in music. 
Wright suggested that the environment of the 
elementary school classroom was found to be of vital 
importance. Such equipment as piano, phonograph and 
records, rhythm band, and simple melody instruments have 
great value in providing the necessary environment for 
the child. He also suggested that the success of the 
music program was dependent upon four additional factors 
besides a broad curriculum. These.were: (1) the support 
of school administrators, (2) adequate equipment, (3) 
adequate time allotment, and (4) capable instruction. 
In a study made by Ernst (15) of certain practices 
in music education in school systems of cities of over 
150,000 population, it was found that almost all cities 
reported time allotments for music in the elementary 
grades. Sixty per cent of the cities indicated that the 
time allotments were suggestive rather than mandatory. 
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The average time allotment for the primary grades each 
week was ninety-one minutes; for intermediate grades, 
103 minutes; and for the upper grades, 123 minutes. 
Ernst stated that 73 per cent of the cities either ... 
required or recommended the use of syllables in the 
teaching of music reading. 
The study indicated that, in 94 per cent of the 
cities, the classroom teacher was involved, either 
completely or partially, in the teaching of music at the 
primary level; 64 per cent at the intermediate level; 
and 32 per cent at the upper grade level. Eighty-three 
per cent of the cities made some use of the specialist. 
Sixty-six per cent reported a trend toward more use of 
the classroom teacher while 34 per cent reported a trend 
toward greater use of the specialist. 
Pri,mary teachers were most successful in teaching 
the rote singing and rhythmic parts of the music program. 
They found their greatest difficulty with creative 
activities, reading or reading readiness activities, 
instrumental activities involving pitch instruments, and 
correctional work with out-of-tune singers. 
Music reading was introduced in the third grade 
by 60 per cent o.f the schools; in the fourth grade by 
27 per cent of the schools; in the second grade by nine 
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per cent of the schools; and in the first grade by four 
per cent of the schools. Sixty-nine per cent of the 
schools stated that half or more of the intermediate 
classrooms were unable to learn new songs at grade level 
through independent reading skill. Nineteen per cent of 
the schools stated that half or more of the classes were 
unable to participate effectively in numerous part songs 
by the end of the sixth grade. 
All the large cities surveyed indicated that 
instruction was given on standard band and orchestra 
instruments in the elementary grades. Eighty-five per 
cent reported that no charge was made for this instruction. 
The aver·age time allotment for instrumental instruction 
was sixty-three minutes per week. Enrollment in the 
instrumental classes averaged 11 per cent of the total 
pupil enrollment in grades four through six. 
Ernst concluded that the average time allotment 
for music classes at the intermediate level fell short of 
the standards recommended by the Music Educators National 
Conference, and that there is a need for objective 
research with regard to the methods used in teaching 
music reading. Ernst recommended that: (1) If the 
trend toward greater participation of classroom teachers 
in the music program is to continue, more consultants 
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should be provided to give the necessary resource help 
to the many teachers whose training and background in 
music is extremely limited. (2) Both pre-service and 
in-service training for teachers should be improved in 
the areas of creative music, reading, reading readiness, 
pitch instruments and their use, and correctional work 
wit~ out-of-tune singers. 
In 1953, Wolfgang (16) made a study and appraisal 
of music education in selected public schools of Illinois. 
This study consisted of a status study of music education 
in the selected public schools of Illinois and an 
evaluation of the findings of this survey in terms of 
the function of the music education program in the program 
of general education. Questionnaires were mailed to every 
fourth elementary school in Illinois with results 
tabulated from a 47 per cent return. 
Findings with respect to the music program in the 
elementary schools were as follows: (1) separate elementary 
schools were not as likely to include music in the 
curriculum as unit district elementary schools; (2) the 
smaller elementary schools carried on a more limited 
music program than the larger schools; (3) about 20 per 
cent of the elementary schools did not include music in 
the curriculum; and (4) with respect to the content of 
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the music programs, it was found that there was general 
conformity to accepted and recommended curricular practices 
as advocated by the Music Educators National Conference. 
The results, with respect to the music teacher, 
showed that they were generally adequately prepared to 
teach music. Approximately two-thirds of the music 
teachers were prepared to teach a subject matter area 
apart from music. Slightly more than b.alf of the teachers 
had or were teaching this second subject. In general, 
supervisory practices were found to reflect a concept 
of supervision not compatible with current educational 
theory and practice. 
Wolfgang made the following recommendations: 
(1) The elementary school classroom teacher needs 
to be better trained to bring musical .activities into 
the classroom as part of the general activities. 
(2) There is a need to extend the music education 
program on the elementary school level in order to bring 
music into those elementary schools where it does not 
now exist. 
(3) The general music program should be considered 
the foundation of the entire school music program. The 
content of the general music course should be broadened 
to incluc1e all possible phases of musical experiences 
for all students. 
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(4) There is a need to realize the potentialities 
l'lhich music has for integration with other school subjects 
and activities. 
(5) The music program should be considered as a 
unified program which provides continued experiences in 
all possible phases of music as an expressive art. The 
unification of school districts in Illinois is seen as 
conducive to the development of such a program in music. 
(6) The teacher-training programs in colleges and 
universities should actively work toward curricular 
changes in the music program of the public schools. 
Modifications of the teacher-training curriculum should 
include: (a) training in those areas of music which are 
recommended as essential features of the public school 
music program; (b) significant training in the areas of 
general education, with emphasis upon the arts and their 
contributions to general education; (c) more effective 
specialized training in music in view of the increasing 
demands of specialization in the job opportunities. 
(7) The duties and function of the music supervisor 
need to be clarified and should be modified to include a 
variety of techniques and methods which will be in 
agreement with current educational theory and practice. 
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A study by Snodgrass (31) showed that music in 
the schools of Idaho 1vas unsupervised by the State. It 
was subject to many variations due to differences in 
training, philosophy, practices of individual teachers, 
financial differences, community preferences and tastes, 
and attitudes toward music on the part of school officials. 
In a study of the music education program in the 
grade school system of Phoenix, Arizona in 1945, Graham 
(26) found that the school system was weak in philosophical 
aspects, program content, and provision for individual 
differences in music. The system proved to be average 
in objectives, line of authority anc1 public relattons, 
and strong in equipment. 
III. THE MUSIC CURRICULUM 
In a study which resulted in an elementary school 
music curriculum and in-service training music workshops 
for the classroom teacher, Campbell (25) states that: 
Educational growth can be effected, under proper 
guidance, by an adequate music curriculum if the 
curriculum provides for the following: 
(1) Sequential experiences in each area of 
music and at each grade level. These experiences 
must be built upon the progressive development of 
the individual pupil. 
(2) Integration and correlation within the 
areas of music and with other subject areas. 
(3) A formulation of commpn aims and long 
range objectives which lead to broad musical 
experiences for the pupil. 
(4) A broad field of resources in every 
phase of the music program which allow scope 
for varied pupil interests and capacities. 
(25:96) 
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Campbell concluded that the comprehensive and 
intelligent planning of any curriculum must be founded 
upon a knowledge of the philosophical bases which give 
direction to the curriculum. The answer to the question, 
nwhy music education in the life of the child?tt is 
justified only by a philosophy which:adequately deals 
with aims and objectives. He summarized his findings as 
follows: 
The five-fold approach to music education will 
result in a true appreciation of music by the children 
if it is buttressed by a well-organized collection 
of resource materials; and if it is implemented by 
teachers versed in philosophy, in psychology, and 
possessing musical skills and experiences necessary 
for classroom teaching. Such a curriculum must be 
flexible, and adaptable to the personality 
differences of the teachers. It must also be 
adaptable to the individual differences found among 
children and among classes. Creativity by both 
pupils and teacher must be encouraged and developed. 
A regularized, systematic curriculum in which 
synthesis builds upon synthesis in an ever vlidening 
scope and development is the means of realizing 
music appreciation. (25:444-445) 
MacLatchy (6) concluded in a study made in 1931 
that curriculums and instructional materials in music 
education today bear little resemblance to their origins 
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in the colonial singing school and in early public school 
work. The development has been gradual and in response 
to changing objectives and social demands, rather than 
on the basis of research findings. Surveys of current 
practices: while helping to orient the curriculum 
worker, contribute but little guidance relative to the 
directions in which education ought to move. In 1930, 
McConathy noted a decline in the emphasis on sight 
singing. At the same time Morgan reported an increasing 
tendency to coordinate vocal and instrumental music and 
to experiment with rhythmic response and physical 
expression. 
An analysis by Silvey (6) of the personal reactions 
of almost two thousand pupils to the use of the sol-fa 
system of teaching music reading showed that there were 
serious weaknesses in this method. 
IV. THE PREPARATION OF THE CLASSROOM TEACHER 
IN TEACHER EDUCATION INSTITUTIONS 
In 1953, Barbour (23) made a study of the teacher 
training schools in Maine. He reported that there were 
six such institutions in the State and each had a state-
approved curriculum for the training of elementary 
teachers, included in which were two courses in music. 
He stated that the State of Maine does not allow sufficient 
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time for music courses in teachers colleges. Many of 
the students who enter the teachers colleges have little 
knowledge of music due to the fact that their classroom 
teachers were poorly equipped to teach music. This 
places still more of a burden on the teacher training 
school. 
Since Maine does not require that music be taught 
in the public schools, many of the communities do not 
employ special music teachers so that the full burden 
of teaching music, if the subject is tau&~t, falls on 
the classroom teacher. Where music teachers have been 
engaged, the classroom teacher is expected to carry on 
the music program prescribed by the supervisor. Barbour 
concluded that more music courses must be required in 
teachers colleges if classroom teachers are to be 
prepared adequately to teach music. 
Fullerton (17) conducted a survey among fifty 
supervisors of music concerning the adequacy of the 
musical preparation of elementary classroom teachers. 
According to the supervisors of music, only 40 per cent 
of the elementary classroom teachers were prepared to 
teach music in the schools. It was recommended that, 
to help compensate for this lack of preparation, 
institutions engaged in teacher education should emphasize: 
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(1) good habits of singing; (2) sight singing; and (3) 
methods. Fullerton found that, of the thirty teacher-
preparing institutions considered in the survey, the 
average amount of music in the curriculum for the grade 
teachers was found to be seven quarter hours or four and 
two-thirds semester hours. 
A study by Monroe (30) in 1944 revealed that, in 
a majority of the institutions studied, two courses in 
music were required of prospective elementary teachers. 
They were: (l) a course in the fundamentals of music, 
and (2) a course in music literature or appreciation. 
In 1934, Weis (13) conducted a survey of the music 
curricula provided by teachers colleges in the Middle 
West for the preparation of elementary school classroom 
teachers. The three phases of instruction generally 
included in teaching elementary school music were found 
to be: (1) sight-singing and ear-training; (2) methods; 
and (3) appreciation. Weis found that 80 per cent of 
the teachers colleges included in this survey required 
from one to four semester hours of music. It was noted, 
however, that the nature of the course content varied 
widely. 
In 1949, Stroessler (32) conducted a study to 
determine the amount, kind, and quality of music education 
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needed to prepare adequately elementary teachers to teach 
classroom music. Published statements concerning the 
music teaching competencies of elementary teachers were 
analyzed. The teaching abilities recommended in these 
sources were selected and organized in list form and 
submitted to a jury of California music educators who • 
were asked to rate each item as to its importance in the 
music preparation of elementary teachers. 
The results of the study indicated that, in order 
to improve future offerings of the course in music for 
the elementary teacher, the following modifications would 
be desirable: 
(1) More practice in teaching other class 
members. 
(2) More contributions from outside music 
people. 
(3) More observing of classroom music in 
schools. 
(4) More interviewing of successful music 
teachers. 
(5) More attention to the musical characteristics 
of children. ( 6.) More singing and other music participation. (7) More attention to developing skill in 
reading music with syllables and numbers. 
(8) An expanded supplementary selected 
reading list. (32:274) 
V. SUMMARY 
The first section of this chapter reviewed the 
literature relating to the status and supervision of music 
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in the State of Maine. It was found that very little 
research has been done in this area. The second section 
dealt with the literature concerning the elementary 
school music programs in other states. The third section 
cited research which was concerned with the music 
curriculum. The fourth section reviewed the literature 
relating to the preparation of the classroom teacher in 
teacher education institutions. 
)' l 
CHAPTER III 
MUSIC ACTIVITIES IN THE MODERN ELEMENTJL~Y SCHOOL 
Music plays an important role in the lives of 
everyone. Music of questionable taste and value pours 
into homes, offices, stores, eating places~ and even in 
schools via recordings, television, and radio. To 
justify its place in the general education curriculum, 
music education must provide opportunities for music to 
play a meaningful as well as a quantitative role in the 
lives of today's children and tomorrow's adults. The 
Music Educators National Conference, recognizing the 
vital role music plays in the lives of children, adopted 
a Child's Bill of Rights in Music in 1950. This Bill 
of Rights is here presented in full: 
I 
Every child has the right to full and free 
opportunity to explore and develop his capacities 
in the field of music in such ways as may bring 
him happiness and a sense of well-being; stimulate 
his imagination and stir his creative activities; 
and make him so responsive that he will cherish 
and seek to renew the fine feelings induced by 
music. 
II 
As his right: every child shall have the 
opportunity to experience music with other people 
so that his own enjoyment shall be heightened and 
he shall be led into greater appreciation of the 
feelings and aspirations of others. 
III 
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As his right, every child shall have the opportunity 
to make music through being guided and instructed in 
singing, in playing at least one instrument both 
alone and with others, and, so far as his powers 
and interests permit, in composing music. 
IV 
As his right, every child shall have opportunity 
to grow in musical appreciation, knowledge, and skill, 
through instruction equal to that given in any other 
subject in all the free public educational programs 
that may be offered to childrenand youths. 
v 
As his right, every child shall be given the 
opportunity to have his interest and power in music 
explored and developed to the end that unusual 
talent may be utilized for the enrichment of the 
individual and society. 
VI 
Every child has the right to such teaching as 
will sensitize, refine, elevate, and enlarge not 
only his appreciation of music, but also his whole 
affective nature, to the end that the high part 
such developed feeling may play in raising the . 
stature of mankind may be revealed to him. (7:299) 
Included in these six statements are all the musical 
activities which should be a part of every school music 
program. This study proposes to discover why these 
activities should be an integral part of the elementary 
school music program. 
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Before a successful music program can be implemented, 
the music teacher must have clear-cut obtainable 
objectives. It is impossible to list specific objectives 
for all music programs as this is an individual school 
problem. However, Mursell suggests some broad objectives 
for the elementary school music program which may serve 
as starting points for the formulation of objectives 
for a specific program. These broad objectives are: 
( 1) Through our music program 1:1e will try in 
every possible way to bring to children full, rich, 
varied experiences of musical ~njoyment. 
( 2) \'T e will endeavor to bring to children 
experiences of successful achievement in and through 
their dealings with music. 
(3) V.Je i-Till constantly seek to bring to children 
disciplinary experiences of devoting their full 
efforts and energies to attain goals that they 
desire and that seem significant to them. 
(4) In and through our mus:Lc program we will 
seek to promote the social development of children 
by means of constructive social relationships and 
experiences. 
(5) In and through our music program we will 
try in every possible way to widen the cultural 
horizons of children and young people, and to lead 
them to a growing awareness of the vast range and 
variety of human experience. (8:37-69) 
It is generally agreed that all children by nature 
are responsive to music. This responsiveness differs in 
degree and _kind, and also in the type of musical experience 
which evokes it. Therefore, a sound program of music 
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education must consist of a variety of inter-related 
musical activities: singing, rhythmic, listening, 
reading, creative, and instrumental. These activities 
will be dis.cussed individually in the balance of this 
chapter. It must always be kept in mind that: (1) Each 
activity has a definite relationship to every other 
activity, and (2) One activity alone can never provide 
for the musical growth which is the right of each child. 
I. SINGING ACTIVITIES 
The Singing Voice 
Children should sing for the sheer joy of singing. 
They should sing with spirit about the things that are 
going on within the classroom, and they should sing often. 
Brooks and Bro~m suggest that children should be surrounded 
with an environment of song in their early years. (1:159) 
Singing creates a happy group feeling and furnishes an 
opportunity for the child to share his experiences with 
other children. Teachers are urged to create situations 
in which children will feel free to join in when and as 
they will, more or less regardless of vocal limitations. 
(8:212) One of the reasons singing is so satisfying is 
that it is an excellent means of self~expression. It is 
also an excellent means for emotional release. Singing 
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helps in identifying one 1 s self with people, places, 
things, and ideas. Myers believes that singing is the 
most important phase of music in the elementary school 
music program because a wide musical experience can be 
gained through it and because the songs the children sing 
contain the basic groups of tones fundamental to our 
music. (9:28-29) 
With every group of children, the problem of 
individual differences in the singing voice appears. 
Children in any one classroom are apt to fall into one 
of the following categories: 
; 
(1) The children who have learned to sing 
quite well. 
(2) The children who are in the process of 
learning the singing coordination, but are not 
sufficiently experienced for this coordination 
to be automatic or accurate. 
(3) The children who as yet have not discovered 
the coordination required for singing. (5:50) 
The teacher must take into account these individual 
differences and use all her resources to help each child 
attain his maximum possibilities in singing. 
The term 11hesitant singerstt is often used to 
describe the children who have not yet found their 
singing voices. The teacher should be very careful not 
to humiliate, discourage, or antagonize these hesitant 
singers. Mursell says, 11What these people need is not 
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the application of some clever instructional trick, but 
encouragement and incitement. 11 (8:216) These hesitant 
singers need to be encouraged to listen and to try, again 
and again, to do the various things that will help them 
to find and control their voices. ·rndi vidual help is of 
the utmost importance. They should not, however, be 
separated from the class as a whole and grouped in the 
front of the room. To the contrary, they should be made 
to feel that they are a valued part of the singing group. 
(3:147) 
The term "tone matching 11 .should not be interpreted 
a.s an isolated drill technique. Songs and games to aid 
the hesitant singers .should be an integral part of the 
daily singing activitie.s. In the lower elementary 
grades, children respond willingly and unself-consciously 
to tone matching games. The problem becomes a more 
difficult one in the upper elementary grades. At this 
level, the teacher must encourage the hesitant singers 
to listen carefully and to keep on trying without setting 
any individual apart from the group. (10:106) 
Singing individually or in very small groups .should 
be encouraged throughout the elementary grades. Children 
become very adept at imitating each other and it is often 
difficult to tell whether or not all the children are 
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singing equally well when the whole group is singing. 
It is important that 11 • each member of a group feel 
the responsibility for command of repertory, beautiful 
tone, reading, and the ability to carry a part.'' (3:214) 
Individual singing would seem to be the best means for 
developing this responsibility. In addition, the 
experience gained from individual performance tends to 
build self-confidence. 
Singing gy Imitation (Rote) 
Learning to sing is much like learning to talk. 
The child imitates the speech of his family. When he 
hears singing sounds, it is just as natural for him to 
imitate these sounds. When the child begins his school 
life, this pattern of imitation becomes a very important 
and valuable part of his music experience. Teachers 
should sing many songs to the children and encourage the 
children to sing quite freely by imitation 11 ••• for 
there can be little doubt that singing 1 opens the door 
of music' for the young child more quickly and more 
completely than any other experience. vre can offer him. 11 
(5:29) Through singing by imitation the child experiences 
the thrill of singing songs much too difficult for him 
to read; he builds a large repertory of songs; he learns 
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that songs can express many moods, feelings, thoughts, and 
ideas. (5:30) The writings of Brooks and Brown reflect 
contemporary theories concerning singing by imitation, 
e.g. , 11 The teaching of songs. • • by ear-imitation and 
always as outgrowths of intrinsic situations, should 
continue through the grades.tt (1:165) Thus it becomes 
apparent that singing by imitation should not be confined 
to the lower grades of the elementary school but should 
be continued throughout the upper grades as well. 
Singing in Harmony 
Within the last two decades, the concept of singing 
in harmony has undergone a complete change. Prior to this 
time, harmony bore the connotation of tv.ro- and three-part 
singing itfh:i:ch was to be introduced· at a pre-determined 
time at a prescribed grade level. Noi'T it is believed that 
singing in harmony should be developed gradually with 
beginnings made with very young children. Outstanding 
music educators suggest that the teacher sing a harmony 
part with the children or play it on the piano or some 
other instrument. Using an autoharp accompaniment helps 
the children to understand the riclxrress harmony adds to 
their songs. 
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It is a thrill for children to discover that 
they can participate effectively when performing a 
harmony part. To be able to harmonize is a source or 
satisfaction for adults as well as children. Harmonizing 
is a skill resulting from a feeling for relationships 
between tones and from practice. This skill can be 
developed through activities which improve aural power 
and the sense of tonal relationships. (9:48) 
The singing or rounds is fun. Children thoroughly 
enjoy them and 11 • • • they (r-ounds] help to develop the 
independence and leadership that part singing requires. 11 
(5:37) Descants also are fun and can play an important 
part in the development or part singing. A number of 
songs have been arranged to sing 1.,-ith descants. When 
the children arrange their own descants, the experience 
becomes an even more vital musical experience. 
If children have had a thorough background or 
singing harmony by ear, the introduction of t1w- and 
even three-part songs is made most welcome. Upper grade 
elementary children quickly realize that singing in 
harmony is much more grown-up. Songs in harmony serve 
as strong motivation for children to accept the 
responsibility or interpreting note symbols for 
themselves. (5:195) Singing in harmony, whether at 
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the lower or upper elementary grade level, should always 
be a delightful and intriguing experience. It is a 
logical part of the children's musical grmv-th and leads 
to still greater appreciation a~ beauty and to still 
greater emotional and aesthetic satisfaction. (10:184) 
Accompaniments 
Accompaniments should be used to -enhance the 
finished song but should not be used in the song-learning 
stage, especially piano accompaniments. (9:48) Hovlever, 
it is no longer believed that all singing in the 
elementary school, particularly in the lo-wer grades, must 
be done without accompaniment. Mursell has this to say 
on the subject: 
Unaccompanied singing has often been made rather 
a fetish in certain quarters, and considered the 
only proper procedure. But it stems from a ntask-
wisen or ulesson...,.wise 11 point of view that is 
usually poison to singing, which depends so much 
on enthusiasm~ confidence! and the sheer '\>Till to 
sing. (8:213; 
McMillan says, 11Another way to encourage a 
beautiful voice quality is to give children the experience 
of singing with a well-played accompaniment. tr (5:1~4) 
Such an accompaniment can increase the children's 
understanding of a song. Another reason for the use of 
a ·well-played accompaniment, particular-ly in the upper 
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grades~ is the sense of real accomplishment it gives to 
the children. Such an accomplishment tends to build 
children's self-respect. 
The use of the violin, clarinet, or flute for 
accompanying the children's songs can be of real help in 
inspiring children to set new goals and develop new 
concepts of music. Because the tone quality of these 
instruments is light, they help children to sing more 
perfectly on pitch. 
Simple instruments, of both tonal and rhythmic 
types, can help to carry singing along. Children learn 
to develop good taste about the interpretive effects 
they can get with rhythm instruments. The use of these 
simple instruments is important because of the valuable 
learning experiences they afford the child who may not 
have had the opportunity to study an instrument or who 
may be self-conscious about his singing voice. (5:44-47) 
The autoharp is ideally suited for classroom use. 
It is easily portable, inexpensive, and easy to play. 
Children can learn to play autoharp accompaniments 
easily and they love doing it. The danger in using 
accompaniments lies in the ease with .which the voices 
can be obscured as a result of the accompaniment. With 
the autoharp, this danger is lessened because of the 
difference in the tone quality of the instrument. (9:48) 
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All of the above activities add to the child's 
iiL~ate love of singing and further his musical growth. 
Thus, they should constitute an integral part of the 
music program of the elementary school. 
II. RHYTHMIC ACTIVITIES 
The Importance of Rhythm 
Rhythms belong in the music program of the 
elementary school because of the very nature of children. 
Rhythms are an expression of the children's love of and 
need for motion. Rhythms help children to make music 
through developing and refining the sense of rhythm 
without which music cannot be made, and through aiding 
children in gaining the muscular control and coordination 
without which music cannot be made. Rhythms direct 
conscious attention to the music itself. Myers says, 
uThey 0-hythm§] can satisfy the creative being, as well 
as the physical being that is a child. 11 (9:79-80) 
Rhythm itself gives life, sparkle, reality, and 
expressiveness to the performance of music. Unless one 
understands the rhythm, one does not understand the music. 
An understanding of and a feeling for rhythm adds to the 
pleasure of listening. A live feeling for rhythm 
facilitates music reading. Rhythm is. one of the best 
and most natural starting points for creating music. 
(8:254-257) Rhythms also build a background for 
suceessful singing. 
Developing ~ Feeling for Rhythm 
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Perhaps the most essential approach to rhythm is 
through expressive or free bodily movement. In order 
to get a feeling for a rhythm pattern., (1) large 
movements are better than small ones; (2) free-flowing 
continuous movements are much better than short, broken 
ones, and (3) coordinated movements are much better 
than isolated ~mes. But most important: 11 The movement 
must be expressive.u (8:276) Children should be 
encouraged to make use of different l.evels of space, 
to reach high, bend low, with a relaxed, easy motion. 
Gradually children should be encouraged to use their 
imaginations in interpreting the music they hear, with 
only a hint given by the teacher. (5:72-73) 
Children love to dramatize their songs, and many 
of their songs are most suitable for dramatizations. 
Myers says that 11dramatic play aids in developing the 
imagination, in expressing ideas and elillotions, and in 
objectifying understanding.n (9:84) Children are 
usually quite fre·e of inhibitions in dramatized situations. 
Singing games play a valuable role in the 
children's musical activities because 
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(1) they dramatize the meaning of the songs in 
all their fun and spirit~ 
(2) they provide a delightful and refreshing 
change after activities that require quiet bodies 
and closely directed attention, 
(3) theyemphasize the social side of music, and 
(4) singing games can be a compensating activity 
for the child who is feelin~ limited success in 
other activities. (5:77-78) . 
Action songs, too, have a place in the music 
program. These are the songs in which the text of the 
song suggests definite directions for rhythmic response. 
However,.although the text seems to give explicit 
directions, there is still considerable room for 
individual interpretations within those limits. (11:101) 
These activities whether indoors or out are 
valuable in relieving pent-up energies, in developing 
muscular control, in developing good citizenship habits 
and sportsmanship, and in releasing emotion by identifying 
the child with his group. (10:34) 
These activities do not belong only in the lmver 
grades. Mursell suggests that bodily movement with 
increasing precision and more exacting coordination with 
the musical rhythm should continue throughout the 
elementary grades. He questions whether or not folk 
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dances, square dances, and such lead to a better grasp 
of musical rhythm. (8:270) But it is generally conceded 
that certain singing games and folk dances make a valuable 
contribution to the social studies program. Brooks and 
Brown (1:154) and Nye and Nye (10:34) both point out that 
understanding and feeling the definite rhythmic and tonal 
patterns peculiar to the music of a specific people aid 
in appreciating and understanding the people and their 
customs. 
The use of rhythm instruments is of great value 
as they tend to call attention to and sharpen the 
rhythmic response. It should be remembered that rhytP~ 
instruments are true musical instruments, and should 
always be treated as such. (8:272-273) Children should 
be allowed to experiment with the various instruments in 
order to become thoroughly acquainted with them. Then 
they will learn to choose the correct instrument or 
instruments to accompany their songs which serves to 
enhance the effectiveness of the song. Rhythm instruments 
may serve to interest the child who has shown little 
previous interest in music. The playing of these 
instruments can also give great satisfaction to the 
child who has been gaining only limited satisfaction 
from his singing. (5:87) 
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Developing an Understanding of Rhythm 
As the child matures, his need to know and to 
understand grows with him. The feeling for rhythm which 
he has been cultivating is no longer completely satisfying. 
But this feeling for rhytlnn has been teaching him rhythmic 
concepts which now must be named. Listening and responding 
rhythmically to music has made him aware of various elements 
in music, for example, meter and accent, so that these words 
now become a part of his vocabulary. He has also been 
responding to phrases, to contrasting sections, and to 
short and long durations of notes. It is here, then, that 
rhythm symbols should be introduced. The rhythm symbols 
are introduced whenever any one of them vvill help to clarify 
a rhythm pattern occurring in a piece of music. Mursell 
suggests that symbols should be introduced 11 ••• to give 
names or labels to what one has already sensed and felt, 
and to lead to a better, clearer, more general understanding 
of what one has already sensed and felt." (8:275) When 
making up a song or a rhythmic accompaniment, children 
realize their need to know how to record notes of varying 
lengths. (5:89) This is an example of the proper time 
to introduce the necessary rhythm symbols. Because the 
children feel a need to learn, the experience will become 
meaningful. Outstanding music educators are generally 
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agreed that ~he use and teaching of the rhythm symbols 
is essential for rhythmic development. 
III. LISTENING ACTIVITIES 
In the discussion of singing and rhythmic activities, 
the term ttlistening 11 has been used extensively. One 
becomes aware of the fact that listening permeates the 
entire music program. Hartshorn iterates this theory when 
he says: 
Since the distinguishing characteristic of music 
is tone and tone is perceived on~y through the ear, 
listening is an indispensable faqtor in every musical 
experience and an essential element in every aspect 
of musical growth. (18:261) 
Music listening itself, however, is one of the most 
signific~nt and rewarding types of mu~ical experience. 
Many pupils will find this activity the most effective 
and satisfying avenue to their own musical growth. Without 
question, this area of the music education program has the 
greatest carry-over into adult life. (18:286) 
Perhaps ·the greatest value of a general nature to 
be derived from listening is that the individual, child 
or adult, may, through listening, have an experience with 
music far beyond that which he is able to perform himself. 
McMurray writes, 11 It would be tragedy :Lf the aesthetic 
insight and responsiveness of people were limited to 
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their OWl~ personal command of instrumental or vocal 
technique.n (19:46) It has been suggested that the 
basic purpose of teaching listening is to aid children 
to enjoy .the best of many different types of music. 
(10:123) Recordings, radio, and television bring an 
overwhelming amount of music of questionable taste and 
value to the children daily; therefore, discriminatory 
listening must be taught in the schools. 
Media for Listening 
Records. Today there are many records available 
at reasonable cost to cover more than adequately every 
phase of the listening program. With the excellent 
recording systems and equally excellent record players 
on the market, children in even the most isolated 
communities can have the opportunity of hearing the 
finest music played by the world 1 s greatest orchestras. 
To make the choice of records easier for the teacher, 
leading music educators have listed. desirable records 
and have provided written material to be used in 
connection with the music. ( 5: 215-·230) 
Radio and television. Records and record players 
have an advantage over radio in that a particular record 
can be played when it is desired and as often as it is 
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desired. However, radio can play an important part in 
the school music program also. There are many radio 
stations which now present programs of the world's 
greatest music. These programs can supplement the 
sometimes limited supply of records owned by the school. 
When such programs are used, preparatory and follow-up 
lessons are of the utmost importance in making these 
experiences contribute to the musical growth of the 
children. The appropriate use of radio and television 
programs in the classroom is urged. (10:127) 
Television also can serve to enrich the school 
music program. The preparatory and .follo·w-up lessons are 
just as important to the valuable use of television as of 
radio. Television, of course, can be of even more value 
than radio because of the addition of seeing as well as 
hearing. Many cities and states have special educational 
music programs prepared especially for school use. Such 
programs planned and presented by experts in the field 
can provide an excellent and varied experience for the 
children. 
Wittich and Schuller point out that school 
television should not compete with existing teaching 
materials and techniques but rather, should go beyond 
them. (14:437) Because both the eye and ear are 
involved, television brings children into contact with 
events in an exciting and clarifying way. Dale adds: 
An expertly prepared educational telecast may 
be wonderfully challenging and effective without 
depending on the type of interest that comes from 
a telecast of an event 11 in the making. 11 (2:201) 
Television is also the means by which teachers, 
parents, and children may share a common experience at 
the same time. However, it must be remembered that what 
any one individual gets out of any communicative process 
depends on what he brings to it. (2:201) Therefore, it 
should be reiterated that the preparatory and follow-up 
lessons are of primary importance. The teacher is the 
key figure in making the use of school television a 
success or failure. (12:138) 
Live performance. Recordings can never take the 
place of first-hand experiences in seeing and hearing 
music made. Children like things that they can see at 
close range and hear clearly. Teachers are urged to sing 
to the children and if they can play an instrument well, 
to play often for the children. Performances by older 
children are of particular value because children tend 
to identify themselves with the group since they are 
nearer their own age level. Small groups are particularly 
good because the children have a better chance to hear and 
recognize the individual voice of the various instru~ents. 
(5:158) 
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Many communities have community orchestras or some 
type of concert series. Frequently, these concerts are 
planned with children in mind. Preparing the children 
to attend these concerts to make them truly worthwhile 
musical experiences is the business of the school music 
program. (9:127 and 5:159) Learning about the composers 
and hearing recordings of the works to be played at the 
concert will add much to the children 1 s enjoyment, 
understanding, and consequent conduct at the concert. 
Specific Activities 
Identification of rhythmic :2§_tterns. It was noted 
in the discussion of rhythmic activities that rhythm 
gives life, sparkle, reality, and expressiveness to the 
performance of music, and unless one understands the 
rhythm, one does not understand the music. There can 
be no rhythmic program without listening. If the child's 
activity with rhythm instruments is. to be a truly musical 
experience, it must express his growing ability to hear. 
Bodily movements to music are expressive only when they 
are out'\,rard evidence of inner listening. (5:129) 
The ability to play simple rhythm instruments on 
the beat requires listening to know when that beat·arrives. 
The playing of rhythm instruments to accompany song 
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requires listening for the rhythm and tempo. Hartshorn 
adds, uListening is also essential to the identification 
of meter and tempo. II (18:279) As children mature 
and gain experience in listening, they become more and 
more able to hear increasingly complex rhythms and to be 
a-ware of the relationship of the rhythm to the fu...ndamental 
beat. (18! 279) 
Learning_ to distinguish moods.. Listening to 
compositions :v-rith a contrast in moods will stimulate 
thinking about the music, thereby helping the child to 
learn and to understand the music. .(9 :168) Children 
should be encouraged to notice the elements of beauty and 
of expressiveness in music. Very young children can 
discern different moods such as happy, dreamy~ weird, 
angry, or sad moods. It is important as an experience 
in musical growth that the child make his own musical 
discoveries through listening. (7:62) 
Learning to associate the stoJ;::_y element with the 
music. There are many compositions with a story background 
composed by great musicians. The stories which inspired 
these compositions help to make the music 11 liveu for 
children. The descriptive ideas serve as a motivation 
for attentive listening to discover the purely musical 
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elements which give a clue to the story and because the 
child discovers these elements for himself, he feels that 
he understands the music. (18:274) Care must be taken 
not to add more to the story than was intended by the 
composer. 
Learning about music of othe~ lands. Through 
listening to folk music, children associate this music 
with the people who made it. Such associations can be an 
enriching experience for children. Hearing the music 
people sang as they worked, played, and worshipped, can 
add immeasurably to the child's understanding of people 
of other lands. (5:136) n~ere are many types of folk 
music from lands around the world. There are native 
dances as well as songs. Hearing this music, the children 
are given an opportunity to become acquainted with 
characteristic native rhytl~s and instruments, the 
melodic and harmonic traits of the music, as well as the 
dance forms and the dance steps themselves which children 
enjoy learDing. (9:163) This particular phase of the 
listening program can be correlated with the social 
studies to great advantage. 
Identification of instruments. Children today 
have many opportunities to see and hear excellent 
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orchestras. In order that they may enjoy to the greatest 
extent the music they hear, they should be able to· 
recognize the instruments of the orchestra by sight and 
sound. ( 9:164) Many cities have fine symphony orchestras 
with regularly scheduled concerts. Almost all homes now 
have radios and television so that the finest music played 
by the greatest orchestras can·, be had merely by the turn 
of a dial. However, symphony music may be a little 
difficult to understand. One way to increase this 
u_Ylderstanding is through a more complete kno1-rledge of 
the instruments which go to make up the symphony orchestra. 
If the children can see the real instruments assembled and 
played, their understanding of the instruments--the 
difference in size, pitch, and tone quality--will be 
much more complete. In music, as in all walks of life, 
what one understands, one is much more apt to like. 
(5:152) 
Learning about composers and their music. There 
is much excellent material available :for c"Pildren at the 
various age levels which can acquaint them with interesting 
facts regarding the lives of great composers. Such an 
acquaintance helps to make composers . 11 come to life'' as 
people. The editors of many of the modern music series 
for classroom use have realized the importance of helping 
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children to make friends with great composers. Bongs and 
instrumental selections have been included so that the 
children become familiar with the music, the thing that 
has made the world remember the composer. (5:146-148) 
It is a generally acknowledged fact that children 
should become familiar with the best musical literature. 
The Krones say: 
The building and acquiring of a background of 
knowledge of the world's best musical literature 
is essential to richer.living, just as is the 
knowledge of great books and paintings •••• 
Simple music experiences which children have had 
may often be discovered and recognized in more 
beautifUl or complex forms in the music of famous 
composers. (4:61) 
Perhaps one of the earliest experiences the child 
has when listening to the songs his teacher sings is that 
of recognizing a phrase as it is repeated in the song. 
As he matures in his listening ability, the child 
recognizes the theme of more involved music as it 
reappears. Such an experience indicates that the chil~ 
is learning something about the form of music. All of 
the leading music educators today are agreed on the 
importance of some knowledge of form as a prerequisite 
to understanding and thus to complete enjoyment of great 
music. Hartshorn e:x-presses this theory as folloY~rs: 
Listening, when properly guided and focused 
upon the musical content of a comppsition, can 
be a most effective means of developing musical 
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understandings and insights, and there need be no 
conflict between this aim in listening and the 
enjoyment that may come from it. It is the position 
of this writer that the development of insights and 
~derstandings through carefully directed, thoughtful 
listening, which is analytic in a nontecb...nical way, 
can bring great enjoyment to the listener. (18:265) 
It has been suggested that listening for distinguishing 
characteristics of music offers a challenge to the children 
and thus creates more interest for them as they mature • 
. (1: 204) 
IV. RE.ll..DING ACTIVITIES 
Music Reading Readiness 
Contemporary music educators seem to be more in 
agreement that the proper approach to music reading is 
to help children to see, and in and through seeing, to 
understand more and more of what there is in music. (8:41) 
The whole value of the symbols is to help children to 
understand the music better. Thus it follows that the 
teaching of music reading is a 11must 11 in a program planned 
to promote musical growth. (8:137) However, music 
reading, properly taught, is not a routine drill. 
The development of music reading depends altogether 
on the establishment of working connections between ear, 
eye, and understanding. There are many more kinds of 
music symbols than most people suppose; First, there are 
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picture-gesture symbols. These symbols can indicate up,, 
down, fast, slow, loud, and quiet. When young children 
understand these symbols, they are beginning to read music. 
Curves, diagrams, and pictures can be drawn on the 
blackboard to indicate the movement of the melody. 
Instruments may also be used to offer very useful 
visualization of music. All of these help to coordinate 
eye, ear, and understanding. (8:148-150) 
The editors of the Music For Living Series put 
this theory into practice. In the discussion of music 
reading for the primary grades, they say: 
The development of music reading in the primary 
grades is essentially a matter of noticing. It 
becomes more and more precise, detailed, and 
discriminating. • • Ultimately it points toward 
independence and certainty in dealing v-ri th the 
symbols which convey and embody musical meaning. 
In this book stress is laid on noticing melodic 
contour, phrases, meter, rhythm patterns, 
syncopation, tonal relation£hips and harmony. (21: 
viii-x) 
Brooks and Brown believe that music reading 
readiness leads naturally into independent music reading. 
This comes about through the singing experiences of the 
children, 1.~., learning to recognize songs when they are 
sung with a neutral syllable; through their rhythmic 
experiences in learning to feel, hear, and recognize 
phrases, i.~., sensing likeness and difference in the 
I~ 
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phrases ooth tonally and rhythmically; through responding 
with movement to the rhythmic patterns; and, through 
picturing the tonal movement of a song with their hands. 
In the second grade, observation of the score Whlle 
children are singing familiar songs gives musical meaning 
to the symbols. (1:178-180) 
Music reading is learned through the use of 
rhytP~ic notation whether it be numeral notation or the 
actual notes, through playing melody and harmony 
instruments, through listening when the themes of the 
music to which the children are listening have been 
placed on charts or on the blackboard, and through 
notating their own original music. (10:165-166) Such 
activities clearly indicate that music reading readiness 
is not a separate activity but, rather, an integral part 
of the daily music experiences of the children. 
Music Reading 
Music reading is as necessary as it has ever been 
but the emphasis has shifted from reading as an end to 
reading as a means. The development of reading ability 
is a continuous process. Each specific item is introduced 
when it can illuminate a musical experience and is 
introduced again and again in connection with other 
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musical experiences so tbat its full and accurate musical 
meaning emerges gradually for the child. Music reading 
actually begins much earlier than is generally supposed 
as reading begins whenever the eye begins to help the 
ear and understanding. There is no sharp transition 
from a non-reading stage to a reading stage nor is there 
a specific moment when the notation should be introduced. 
The music teacher produces a state of readiness or creates 
a need by setting up a situation. From the understanding 
of music~ independent and rapid reading emerges. (8:164-166) 
Before a child is introduced to musical symbols~ 
he should have had a considerable background of singing, 
rhythmic, and listening experiences which have been 
thoroughly enjoyable. The desire to write down a song 
which the children have created may provide the motivation 
for learning note symbols. McMillan says, 11 It is quite 
certain that when notes actually stand:for a song that 
children have made themselves, they will gain a new concept 
of how important and useful notes can be. 11 (5:181) 
As children mature in their musical experiences, 
they come to realize that musical notation is the visual 
representation of the musical experiences they have been 
sharing, that it represents the songs and rhythms they 
have made up themselves, and that it opens the door to 
the most beautiful music made by other people. (5:197) 
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The child who has had the opportunity to study 
an instrument is fortunate indeed. In learning to play 
his instru~ent, a sound association has been made with 
the music symbols he sees. The vast ;majority of children, 
however, have not been so fortunate and for this group 
there must be some other aid in learning to associate 
sound with music symbols. Buch an aid is sometimes 
referred to as a clue to the melody. It would seem that 
there are almost as many such clues as there are music 
teachers. Bome of the clues to aid children in.dealing 
with the melodic line are fou_~d in the use of syllables, 
numbers, letters, note direction, and intervals. Certain 
of these clues are pointed out by outstanding music 
educators as being more advantageous than others. 
Many music educators today are agreed that the 
use of syllables have definite advantages. Syllables 
have been in use since the Middle Ages and have the 
advantage of being easily pronounced: one syllable and 
no difficult final consonants. (9:188) McMillan suggests 
that syllables can be the 11 ••• key .that unlocks the door 
to melody . • . , 11 ( 5:17 4) ~Then they are tied inseparably 
to melody so that sound association is made with syllable 
names. This must be followed by eye recognition of 
patterns sung by syllables. (5:174-175.) The editors of 
the Music For Living Series have the following to say 
about the use of syllables: 
Syllables ••. are used as an aid in helping 
to identify key relationship. The movable do 
system is based on the fixed pattern of a key. 
It should always be remembered that syllables 
are an aid to reading and should only be used 
for this purpose, never as meaningless, arbitrary 
sounds • ( 22: x) 
Mursell echoes the same thou&~t vtllen he says: 
The movable do syllables have one great and 
decisive value. They are our best and clearest 
indications of tonality-relationships, or key-
relationships. • • The syllables of the movable 
do system are simply substitute number names ••• 
The syllable number names have the definite 
advantage of being more singable. . . The movable 
do syllables are not substitutes for letter names. 
\8:150-152) -
Number names used as a clue to the melody have an 
advantage because they are familiar concepts but possess 
the disadvantage of being difficult to sing. Myers says, 
The advantage of number names. • • is that 
combinations of tones--l-3-5, 5-7-2, 4-6-8, . 
and scale sections--make a pattern in sound that 
is the same for every key and a pattern in 
notation that is consistent. (9:189) 
It must be kept in mind that, if numbers are to have any 
flmelodic meaning, 11 a "sound association 11 must be learned 
with them in exactly the same way as with syllable names. 
Numbers are advantageous when children are playing melody 
bells and other melodic instruments •. (5:175) 
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Letter names, too, are familiar. However, letter 
names lack the advantage of number names and syllable 
names where a combination of tones make a pattern in 
sound and notation that is consistent for every key. 
(9:189) McMillan adds that letter names are difficult 
to sing 1 especially w·hen chromatics appear. However, 
letter names are important to the understanding of the 
written symbols of music and should be introduced 
gradually as children discover the connection between 
the key signature and the key tone. (5:178) 
One type of contemporary thought concerning the 
use of syllables and numbers is reflected by the editors 
of the Together We Sing Series. They believe that few 
children are helped in reading a new song from notes by 
first singing syllables or numbers. They suggest that 
syllables or numbers help the child to sense the 
organization of melodic material and should be used with 
melodies or parts of melodies that are already familiar 
to the child. There should be an organized system-wide 
plan so that children will be able to progress from grade 
to grade using the same system. (20:130-131) 
Perhaps one of the most profound changes in music 
books and books on music education today is in the 
emphasis placed upon the creativity expected from the 
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teacher of music whether this teacher is the classroom 
teacher or the music specialist. Music books of the 
late nineteenth century and into the twentieth century 
as.:far as the Music Hour Series published in 1929 gave 
detailed lesson plans which the teacher was expected to 
:follow step by step. Today one finds the basic principles 
underlying the music program clearly stated with 
suggestions only as to their implementation. 
V. CREATIVE ACTIVITIES 
Educators today believe that creativeness takes 
place whenever the child discovers new relationships and 
whenever he projects himself into an activity or project 
and makes it something that at the time belongs uniquely 
to him. (10:141) All music activities should be 
approached in a creative spirit. Through creative 
activities children can recognize their possibilities, 
limitations, and capabilities; find the joy that comes 
only from developing creative p01-vers; gain confidence 
through the satisfaction that comes :from creating; feel 
stronger and less inhibited; learn perseverance; grow in 
ability to appreciate; develop increased sensitiveness 
to beauty; find relaxation and release from tensions; 
learn to respect individual differences; share in the 
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success of others; ~earn social cooperation as opposed 
to anti-social competition; and, use leisure time wisely 
in the pursuit of special interests. (10:142-143) 
As was stated above, creativeness should permeate 
the entire music program. However, this discussion will 
concern itself with only specific creative experiences. 
There are excellent reasons for taking time in a busy 
schedule for specific creative experiences. McMillan 
lists these as: 
(l) Through the creative experience of making 
a song or melody of his own, a child is helped to 
gain new appreciation of the songs that were made 
for him, and quite possibly a new appreciation for 
the skills of the people who made them. 
(2) Through creative experience a child gains 
new self-confidence and self-respect in relation 
to music and musical activities. (5:99) 
Examples of Creative Experience 
Song-making. Throughout their daily experiences 
with life, children will create many songs, sing them, 
share them, and forget them. It is not necessary to 
record all their songs. The recording of a song should 
be the result of a need or purpose on the part of the 
child. It should be remembered that it is not the song 
which is of great value to the child but the freedom and 
joy of expressing himself in song. His expression is the 
significant experience. (1!239) 
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The impulse to create should be encouraged and 
directed and allowed to develop into musical forms when 
children come to elementary school. It is a natural 
tend~ncy of children to express their feelings through 
song. Whether this be an individual or a group undertaking, 
the teacher must offer warm-hearted encouragement. (9:142) 
Song-making can include making up music for a poem. 
The poem gives the basis for the rhythm. Always singing 
from the beginning before adding a new phrase teaches 
children that songs develop continuously and requires that 
they listen carefully to what has gone on before. 
(5:114-119) Song-making also includes making up words 
to go with music the children already know. One of the 
most important factors learned in this procedure is that 
the mood of the words and the melody of the song must 
agree. One of the advantages of this procedure is that 
the only sldll the teacher needs to guide such an activity 
is the skill to motivate. (9:144-145) Another form of 
song-making is that of making up the words and music 
together. This takes place often on the spur-of-the-
moment and is a true expression of the moment. Therein 
lies its value. This experience takes place often in the 
lower grades but it should be remembered that upper-grade 
children take great pride in making songs of their own 
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as well and they need and deserve th~ creative experiences 
of melody-making. (5:120) It should be repeated here 
that the creative experience is the significant feature, 
not what the child creates. 
Rhythmic accompaniments. Creative rhytlLmic 
interpretation is looked upon as an important phase of 
creative work in.music. The playing of rhythmic 
instruments is another important phase. Brooks and 
Brown state that: 
~Then each instrument can be explored by the 
c~ild and its possibilities discovered and used 
in the interpretation of a selection, then op~y, 
through this creative process, do the instruments 
have a meaning for him. (1: 240) .. 
Krone expresses much the same idea when she says: 
We are suggesting that each of the simple 
percussion instruments be explored for all its 
possibilities, and that it be used whenever 
appropriate, for an accompaniment to the songs 
which the children sing. (11:71) 
Many of the songs in the modern book series 
encourage children to play rhythm instruments with their 
singing. Children thoroughly enjoy them and they can 
enhance the effectiveness of the song. Children learn 
to choose instruments discriminately through first-hand 
experience with them. (5:81) 
Use of melody and harmony instruments. Within the 
last few years, there has been a decided growth in the 
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interest in and use of melodic instrUments. The 
construction of these instruments is such that children 
can play melodies almost immediately. Such instruments 
give immediate musical satisfaction and the child feels 
that music is fun and natural. Krone says: 
We believe that this concrete experience with 
melodic instruments in the primary grades builds 
a readiness for the experiences with staff notation 
which follow at a bigher level. • . The exhausting 
of the possibilities of single instruments for 
accompanying purposes for songs or rhythms helps 
to build an appreciation of the individual qualities 
of instruments, and a discrimination between what is 
appropriate and what is not. These are important 
learnings in music, (11:75) 
The autoharp is a great addition to the singing 
of songs. Children can learn to play this instrument 
easily and they enjoy playing •..L. lu, Through experimenting 
with the chords which can be played on the autoharp, 
children learn a great deal about harmony. Further, 
these activities provide for many types of creative 
experiences. 
VI. INSTRUMENTAL ACTIVITIES 
Pre-band InstrLlments 
-----
Instrumental music in the elementary school is a 
relatively recent development in this country, but it is 
becoming a more and more popular and valuable part of the 
music program. Leading music educators feel that 
instrumental music should be an integral part of the 
c~ild 1 s musical experiences. Brooks and Brown state, 
that the broad experience with instruments in the 
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elementary grades helps the child in understanding the 
possibilities of the various instruments which ;,.rill prove 
helpful in later years as well as being educationally 
valuable on its own account. The music program which 
is chiefly vocal cannot furnish all the musical 
opportunities to which the child is entitled. Instrumental 
music is a means of individual expression 1nrhich fills the 
need of some children better than anything else. (1:213-
214) 
There is an ever-increasing group of instruments 
on which children can make music. Many of these 
instruments are of the melodic type. Of these melody 
instruments, some are percussive such as bells and 
marimbas; others are wind instruments of the flute type. 
These instruments are easy to learri and easy to play 
since little technique is needed. Myers says that these 
instruments are excellent 11 bai t 11 for furthering learning 
in music and that through their use, 
(1) concepts applying to ensemble playing can 
be establishect, 
(2) concepts and skills necessary in reading 
music can be acquired; and, 
(3) another means of learning, rich in . 
satisfaction is made available. (9:63) 
Because these simple instruments are, in fact, 
musical instruments, children can learn a great deal 
about m~sic from them. Their great advantage is that 
they provide a limited number of technical problems. 
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They tend to arouse interest and they offer an alternative 
to singing. (8:238-239) 
InstrLunental Classes 
Instrumental classes have been accepted by music 
educators and by parents as the most efficient and 
economical ma1mer in 1<Thich to reach the greatest number 
of children. Class spirit, friendly rivalry, and 
cooperation between students make class instruction 
much more vital and interesting than private teaching. 
(3:273) Brooks and Brown stresB the fact that, in the 
upper elementary grades, class instruction should become 
a part of the program of instrumental work~ (1:217) 
In addition to the above statement regarding the 
social benefits derived from class instruction, there are 
other advantages. Among these advantages are the much 
broader experiences with music literature and the 
additional listening experiences. Perhaps the most 
valuable contribution instrumental classes make to the 
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music program is the opportunity to learn to play an 
instrument or instruments provided to a large number of 
children who would otherwise be LUlable to participate in 
this experience. 
This chapter has presented a study of professional 
books by outstanding music educators. A summary of the 
music activities suggested by these music educators is 
presented here in outline form. 
Singing activities 
All children should be encouraged to sing for the 
sheer joy of singing and they should sing often. 
Matching tone games and songs should be a part 
of the daily singing activities to aid the hesitant 
singers. 
Individual and small group singing should be 
encouraged. 
Singing by imitation should continue through the 
elementary grades. 
Singing in harmony should begin in the lower grades 
and grow into two- and tru~ee-part singing in the upper 
grades. 
Accompaniments should be used to enhance the 
finished songs. 
Rhythmic activities 
Responding to music \'lith free bodily movement 
should be encouraged. 
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Dramatizations, singing games, action songs, and 
folk dances develop the child's feeling for rhythm 
and should be a part of the music program throughout 
the elementary grades. 
The use of rhytlnn instru~ents sha1~ens the 
rhythmic response. They also give great satisfaction 
to the c~ild who does not excel in singing. 
Rhyt~~ symbols should be introduced when and where 
they will be meaningfUl to the children. 
Listening actlvities 
Listening is an indispensable part of every 
musical activity. 
Listening provides the child with an experience 
with music far beyond that which he is able to 
perform himself. 
Records, radio, television, and live performances--
all provide valuable learning experiences for children. 
Specific listening activities should include: 
(1) Identification of rhythmic patterns. 
(2) Learning to distinguish moods. 
(3) Learning to associate the story element 
with the music. (4) Learning about music of other lands. 
(5) Identification of instruments. 
(6) Learning about composers and their music. 
Reading activities 
' The development of music reading depends on the 
establis~~ent of working connections between ear, eye, 
and understanding. 
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Early in the child 1 s musical experience it is 
desirable to use picture-gesture symbols and other 
non-tec~~ical devices to indicate the general contour 
of a phrase or the relative time values involved. 
Skill in music reading is desirable but it should 
be considered a means not an end in itself. 
The use of syllables and/or numbers is advantageous 
in learning tonal relationships. There should be an 
organized system-wide plan. 
Creative activities 
All music activities should be approached in a 
creative spirit. 
When a child discovers new beauties, new meanings, 
or new abilities he possesses, he enjoys the 
psychological values of a creative experience. 
As a part of their daily sL~ging and rhythmic 
experiences, it is desirable to encourage children 
to create their own songs, descants, and accompaniments. 
All of their own songs do not have to be notated. 
The creative experience is the significant feature, 
not what the child creates. 
Instrumental activities 
Instrumental music should be an integral part of 
the child 1 s musical experience. 
All chlldren in the primary grades sh~uld have 
opportunities to examine and play many slmple 
instruments. 
In the upper grades, there should be instrumental 
classes for all the children who would benefit by 
this experience. 
CH..4..PTER IV 
SOURCES OF DATA 
The sources of data included a review of professional 
literature in the area of music education. In addition to 
j 
professional books on music education, yearbooks of the 
Music Educators (Supervisors) National Conference, the 
Journal of Research in Music Education, the Music 
Educators Journal, unpublished Masters' theses and Doctors' 
dissertations were studied. 
In addition, for the purpose of gathering original 
data for this study, the questionnaire technique was 
selected. Writings by outstanding music educators were 
studied carefully to determine the items which should be 
included on the questionnaire. Inasmuch as this study 
deals with current practices in the elementary school 
music program of selected schools in Maine, the 
questionnaire was designed with a purely quantitati.ve 
basis in mind. This, then, is a study of only those 
activities 1vhich constitute a part\ of the current music 
program and approximately how frequently each activity 
is used. The effectiveness of the.program has not been 
considered. 
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I. DEVELOPMENT OF THE QUESTIONNAIRE 
The first step in preparing the questionnaire 
was that of listing the activities as suggested in the 
outline of a program for music education prepared by 
the Music Educators National Conference. These 
activities are: (l) singing, (2) rhythmic, (3) 
listening, (4) playing, and (5) creative. After a 
thorough study of professional books on music education, 
the above listing was altered as follows: (l) singing, 
(2) rhythmic, (3) listening, (4) reading, (5) making up 
music, and (6) instrumental. The second step involved 
the listing of specific activities under each of the 
general activity headings. Here, again, professional 
books on music education and discussions with music 
educators served as a guide. 
The following scale was devised to indicate the 
frequency with which each activity was included in the 
music program: 11not used 11 l· 11U.sed rarely 11 2· "used 
' ' ' ' 
frequently, u 3; 11used during practically every music 
period," 4. 
II •. · SELECTION OF THE ELEMENTARY SCHOOLS TO BE STUDIED 
A personal letter, accompanying the questionnaire, 
was sent to 85 music teachers. The Department of Education 
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of the State of Maine provided an educational directory 
with a list of the tow~s and cities employing music 
teachers. It was believed that a more accurate account 
of the music program in the elementary schools of Maine 
would be presented through a study of the small to 
average schools in the various parts of the State rather 
than through a study of the twelve large city schools. 
Therefore, 85 music teachers were selected to represent 
schools with an enrollment of less than a hundred to well 
over five hundred. These music teachers were employed 
by communities in the various parts of the State, thereby 
giving an over-all coverage of the State. A self-
addressed, stamped envelope accompanied each questioruLaire 
sent to the music teachers. 
After a time lapse of five weeks, a follow-up 
letter, a second copy of the questionnaire, and a self-
addressed, stamped envelope were s·ent to those music 
teachers who had not yet responded to the first request. 
A total of 34 music teachers completed and returned 
the questionnaire. This represents a percentage of return 
of 40 per cent. 
The Maine Educational Directory listed 491 
elementary schools in the State with 167 of these school 
systems employing music teachers. This does not mean 
that there are 167 music teachers in the State. The 
to1nms and cities are divided into 131 Unions and six 
School Administrative Districts. In many cases, the 
music teacher works in all of the schools within a 
Union which may consist of from two to six tovnLs. Of 
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the 131 Unions listed, eighty have music teachers working 
in some or all of the schools within the Union. Each of 
the six School Administrative Districts, which consist of 
from two to six towns, have a music teacher working in 
one or more of the schools. As was noted previously, 
the percentage of return from music teachers was only 
40 per cent. Perhaps the difficulty of working in 
several schools makes any additional 1'lork prohibitive. 
With so many schools being without the services 
of a music teacher, it was believed desirable to ask the 
cooperation of principals and through principals, the 
cooperation of individual classroom teachers to make 
this study more thorough. Therefore, a personal letter 
was written to each of the principals in the 148 selected 
schools asking for their cooperation. Three copies of 
the questionnaire were enclosed and the principals were 
asked to give one to a representative teacher in each of 
the three groups: kindergarten through the second grade; 
third and fourth grades; and, fifth and sixth grades. 
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Personal letters were also written to each of the 
classroom teachers asking for their cooperation and 
giving directions for filling out the questionnaire. A 
self-addressed, stamped envelope accompanied each letter 
sent to the principals. 
A total of 84 principals returned the questionnaires. 
This represents a percentage of return of 56 per cent. 
The three questionnaires were not returned in every case, 
since, in several of the schools, one of the classroom 
teachers does the music teaching in the other rooms. In 
other cases, there were only two rooms in the school. A 
total of 24 schools reported no music program. 
III. TABD~TION OF DATA 
As was pointed out previously, the teachers, music 
and classroom, were requested to rate each activity 
according to the following scale: "not used 11 l · 11us ed 
' ' 
rarely, tr 2; 11used frequently, Tl 3;. uused during practically 
every music period,n 4. Tabulating forms were constructed 
so that the cumulative data for each activity could be 
recorded according to the rating of frequency attached 
to it. 
The returns from the music. teachers and those from 
the classroom teachers were compiled on separate master 
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charts. Thus a comparison of the music program in 
schools employing a music teacher and those without the 
services of a music teacher could be made. 
IV. STATISTICS 
Mean Index Rating Computation. To facilitate a 
comparison of the two groups, mean index ratings were 
computed for.each item in the questionnaire for the two 
groups in order that an indication of central tendency 
could be obtained. 
In the instructions contained in the questionnaire, 
teachers were asked to indicate according to the following 
4-point scale, the relative frequency with which the 
activities 1-lere used· "not used 11 1 11used rarely 11 2· 
. ' ' ' ' 
11used frequently, 11 3; 11used during practically every music 
period,rr 4. The mean index rating for each item was 
computed in the following manner: 
(1) In each rating of frequency, the total number 
for each item was multiplied by the value assigned to it. 
(2) The sum of the products was divided by the 
number of teachers rating the item. The quotient 
resulting was the mean index rating for that item. 
Thus, an example of the mean index computation is 
as follows: 
Each item received a mean index rating computed 
separately for both of the groups ·which participated in 
the study. The resulting ratings represented the 
responses of the participants to any item on a scale of 
1.00 to 4.00. The greater the mean index rating, the 
more frequently was that activity used by the respondents. 
V. SUMMARY 
In this c:b_apter, a review· has been presented of 
the techniques and procedures used in the present study, 
including the development of the questionnaire, the 
selection of the elementary schools to be studied, the 
collection of the data, and the employment of 
statistical techniques. 
CHAPTER V 
PRESENTATION OF ORIGINAL DATA 
In this chapter, the original data as compiled 
from the questionnaires will be presented. Questionnaires 
were mailed to a total of 243 schools. Of this total, 
85 schools were served by music teachers. Returns were 
received from 34 music teachers or 40 per cent. The 
balance of l58 schools had no music teacher listed in 
the Maine Educational Directory. Therefore, questionnaires 
were sent to the principals of these schools asking the 
cooperation of the principals and through the principals, 
the cooperation of three individual classroom teachers 
in each school in making this study. Returns were 
received from 84 principals or 56 per cent. A total of 
24 schools reported no music program of any kind. 
Therefore, the data contributed by classroom teachers 
were compiled from sixty schools. 
This chapter will be presented in two sections: 
the first .is a discussion of the general information 
regarding the music program of the elementary schools; 
the second section presents the data regarding the 
specific music activities which are a part of the music 
program in the· elementary schools. 
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I. GENER~L INFORMATION 
The music teachers were asked to indicate whether 
or not the school for which they were reporting was part 
of a Union of schools. Of the thirty-four answers, 
thirty-one indicated that the school was part of a Union 
and three indicated that the school was part of a School 
Administrative District. The music teachers were also 
asked to indicate in how many schools they worked. 
Table I indicates that only one music teacher worked in 
one school; five worked in two schools, eight in three 
schools, one in four schools, six in five schools, five 
in six schools, two in seven schools, three in eight 
schools, one in nine schools, and two in ten schools. 
TABLE I 
DATA RELATING TO NUMBER OF SCHOOLS IN WHICH 
MUSIC TEACHERS ARE EMPLOYED 
Number of 
teachers 
Number of Schools 
1 2 3 4 5 6 7 8 9 10 
1 5 8 1 6 5 2 3 1 2 
The music teachers reported that there were eight 
full time special vocal teachers and six part time special 
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vocal teachers. There were six full time special 
instrumental teachers and five part time special 
instrumental teachers. There were eighteen full time 
special vocal and instrumental teachers ~nd four part 
time special vocal and instrumental teachers. Two 
schools were reported to have two part time music 
teachers, five schools had two full time music teachers, 
five schools had one full time and one part time music 
teacher and one school reported two full time and one 
part time music teachers. 
Although the Maine Educational Directory had not 
listed music teachers for the schools to which question-
naires were sent to the principals, several schools 
reported part time vocal and instrumental music teachers. 
Of the sixty schools reporting a music program of some 
kind, eleven reported part time vocal teachers: four 
reported full time vocal teachers, one reported a part 
time instrumental teacher and two a full time instrumental 
teacher, seven reported a part time vocal and instrumental 
teacher, and three a full time vocal and instrumental 
teacher. 
In one instance, the music teacher reported that 
he taught other subjects as well as music, thirteen acted 
as helping teacher and twenty did all the music teaching. 
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From the reports from the classroom teachers, it was 
learned that in four schools where there was a music 
teacher, this teacher did all the music teaching. In 
nine schools, the music teacher acted as a helping 
teacher and in three schools, the part time music 
teacher taught other subjects as well • 
.Schedule of music classes. The time allotment 
for music classes is presented in Table II. The music 
teachers reported that in the kindergarten through second 
grade group, music classes met only once a week in fifty 
per cent of the schools studied, twice a week in seven 
per cent of the schools, five times a week in 36 per 
cent of the schools, and once every two weeks in seven 
per cent of the schools. In the third and fourth grade 
group, music classes met once a week in 54 per cent of 
the schools, twice a week in seven per cent of the schools, 
five times a week in 34 per cent of the schools and once 
every two weeks in seven per cent of the schools. In the 
fifth and s'ixth grade group, music classes met once a week 
in 53 per cent of the schools, twice a week in seven per 
cent of the schools, three times a week in seven per cent 
of the schools, five times a week in 36 per cent of the 
schools and every two weeks in seven per cent of the 
· schools. It was noted above that twenty of the thirty-four 
TABLE II 
DATA RELATING TO TIME ALLOT~illNT FOR MUSIC CLASSES 
CLASSES PER WEEK MINUTES ~ PERIOD 
--
Music Teachers Classroom Teachers Music Teachers Classroom Teachers 
Grade Bi-
Levei l 2 3 4 5 Weekly 1 2 3 4 5 15 20 25 30 40-60 10 15 20 25 30 40-60 
K-2 5o* 7 - - 36 . 7 15 13 ll 4 57 10 5o 7 26 7 9 40 28 - 21 8 
3-4 54 6 - - 34 7 23 15 5 17 40 6 38 6 40 10 2 27 39 2 22 8 
5-6 53 7 7 0 26 7 34 15 10 10 31 3 40 7 36 14 2 12 26 7 33 20 
*All figures are expressed in percentages. 
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music teachers reporting did all of the music teaching. 
This undoubtedly accounts for the high percentage of 
music classes that met once each week throughout the 
elementary school. 
The classroom teachers reported t~~t, in the 
kindergarten through second grade group, music classes 
met once a week in fifteen per cent of the schools, t~>rice 
a week in thirteen per cent of the schools, three times 
a week in eleven per cent of the schools, four times a 
week in four per cent of the schools, and five times a 
week in 57 per cent of the schools. In the third and 
fourth grade group, music classes met once a week in 
23 per cent of the schools, twice a week in fifteen per 
cent of the schools, three times a week in five per cent 
of the schools, four times a week in seventeen per cent 
of the schools, and five times a week in 40 per cent of 
the schools. In the fifth and sixth grade group, music 
classes met once a week in 34 per cent of the schools, 
twice a week in fifteen per cent of the schools, three 
times a week in ten per cent of the schools, four times 
a week in ten per cent of the s·chools, and five times a 
week in 31 per cent of the schools. 
The length of the music period varied from fifteen 
to forty-five minutes at the kindergarten through second 
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grade level, with 50 per cent of the schools reporting 
twenty minute periods. At the third and fourth gr~de 
level, the music periods varied from fifteen to sixty 
minutes, with 38 per cent reporting twenty minute periods 
and 40 per cent reporting thirty minute periods. At the 
fifth and sixth grade level, the music periods varied 
from fifteen to sixty minutes, with 40 per cent reporting 
twenty minute periods and 36 per cent reporting thirty 
minute periods. The rather high percentage of long 
periods is comparable to the high percentage of once a 
week classes met by music teachers. 
The classroom teachers reported that, at the 
kindergarten through second grade level, music classes 
varied from ten to forty-five minutes with 40 per cent 
reporting fifteen minute periods and 28 per cent 
reporting tl'renty minute periods. At the third and 
fourth grade level, the music classes varied from ten 
to sixty minutes, 1vi th 27 per cent reporting fifteen 
minute periods, 39 per cent reporting twenty minute 
periods, and 22 per cent reporting thirty minute periods. 
At the fifth and sixth grade level, the music classes 
varied from ten to sixty minutes, with 26 per cent 
reporting twenty minute periods, and 33 per cent 
reporting thirty minute periods •.. 
,;:1 
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Music teaching equipment ~materials. Both 
classroom and music teachers were asked to indicate the 
series of books used. For the most part, the same series 
was used throughout the elementary school with supplementary 
books available in several grades. Our Singing World 
published by Ginn & Company was listed the most frequently 
by both classroom and music teachers as the series used 
throughout the elementary school. New Music Horizons 
published by Silver Burdett Company was the next most 
frequently used series, followed by The American Singer 
published by the American Book Company. There was very 
little difference found regarding the books used as 
reported by the classroom teachers and the music teachers. 
A few schools reported some of the Together We Sin~ Series 
published by Follett Publishing Company had been purchased 
and plans were under way to obtain the balance of this 
series for all grades. Other schools reported using 
older books such as The Music Hour Series published by 
--- ' 
Silver Burdett Company in 1929 and others even older. 
But for the most part, the books being used were published 
more recently. 
Very few of the schools reported special music 
rooms. Classroom teachers reported only four schools with 
special music rooms and music teachers reported only seven 
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schools with special music rooms. It would seem imperative, 
there~ore, that classrooms be equipped with pianos but this 
did not prove true. Of a total o~ 203 classrooms reported 
by the classroom teachers, there ~rere only 121 equipped 
with pianos. Among the 346 classrooms reported by the 
music teachers, there were only 121 equipped with pianos. 
Only one school reported pianos in each classroom. 
Both classroom and music teachers were asked to 
give the approximate number of rhythm, tonal, and harmony 
instruments owned by the school. Very few complied by 
giving numbers. There~ore, the data are incomplete. 
According to the comments made by the teachers, both 
classroom and music, very ~ew schools were well-equipped 
with instruments. .Several teachers noted that the only 
instruments available were home-made instruments. A few 
teachers stated that the school o~med one set of rhythm 
band instruments. There was one rather startling 
difference between schools in which there was a music 
teacher and schools in which there ""Vras none. Music 
teachers reported that eighteen of the thirty-four schools 
reporting owned autoharps with some owning more th~~ one. 
However, the reports from the classro,om teachers showed 
only four autoharps owned by the sixty reporting schools. 
In Table III, data regarding record players owned 
by the schools ar·e found. Returns from the music teachers 
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indicate that the number of record players owned by the 
schools varies from none to thirteen. Classroom teachers 
reported record players owned by the schools varying from 
none to seven. 
TABLE III 
DATA REGARDING RECORD PLAYERS OWNED BY SCHOOLS 
Number of Record Players 
0 1 2 3 4 5 6 7 8 13 
Wttmber of schools 
represented by 
classroom teachers 1 26 17 8 4 1 2 1 
Number of schools 
represented by 
music teachers 2 8 6 4 3 3 4 1 2 1 
Both classroom and music teachers were asked to 
give the approximate number of records owned by the school. 
The music teachers reported the number from none or none 
of value to 250 records owned by the school. In several 
instances, the music teachers stated that the. only records 
available to the school were those belonging to the music 
teachers. Thirty of the thirty-four.schools represented 
by the returns owned fifty or less records. The classroom 
teachers reported the number of records 01~ed by the schools 
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they represented as none to 260. Of the sixty schools 
reporting, forty-five owned fifty or less records. There 
seems to be little difference represented by the number 
of records owned by the school between the reports of 
music teachers and classroom teachers. 
Very few schools represented by either the classroom 
teachers or the music teachers owned the RCAVictor Basic 
Record Library for Elementary Schools. A much larger 
number did own a part of or a complete set of the record 
albums which accompany the series of books used. Table 
IV shows that only three schools own the RCA Victor Basic 
Record Library for Elementary Schools as represented by 
classroom teachers. Eight schools owned this Record 
Library among the thirty-four schools represented by the 
music teachers. Of the sixty schools represented by the 
classroom teachers, twenty-one owned a part of or a 
complete set of the record albums which accompany the 
series of books used. Of the thirty-four schools 
represented by the music teachers~ eighteen owned a part 
of or a complete set of the record albttms which accompany 
the series of books used. 
TABLE IV 
DATA RELATING TO OWNERSHIP OF 
RECORDS BY SCHOOLS 
RECORD ALBUMS 
RCA Victor Series 
Yes No Yes 
Number of schools 
represented by 
classroom teachers 3 57 21 
Number of schools 
represented by 
music teachers 8 26 18 
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Albums 
No 
39 
16 
Singing abilities of the children. Both groups of 
teachers were asked to give the approximate number of 
children in a typical class at each level, 1.~., 
kindergarten through second grade, third and fourth grade, 
fifth and sixth grade, who could sing with reasonable 
accuracy of pitch; those who sang with inaccura~e pitch; 
and those who had not yet found their singing voices. 
Tnere was a much higher percentage of those who had not 
yet found their singing voices in the kindergarten through 
second grade level than at the fifth and sixth grade level. 
The highest percentage of those who were capable of 
I 
singing with reasonable accuracy of pitch was found at 
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the fifth and sixth grade level. The reports were 
comparatively uniform as given by both the classroom and 
the music teachers. The music teachers reported 58 per 
cent of the children in the kindergarten through the 
second grade could sing with reasonable accuracy of 
pitch; the classroom teachers reported 61 per cent for 
the. same group. The music teachers reported 24 per cent 
sang with inaccurate pitch at the kindergarten through 
the second grade level; the classroom teachers listed 
23 per cent at this level. The music teachers listed 
18 per cent who had not yet found their singing voices 
at the kindergarten throu&l second grade level; the 
classroom teachers listed 16 per cent of this group. 
At the third and fourth grade level, the music teachers 
reported 72 per cent could sing with reasonable accuracy 
of pitch; the classroom teachers listed 67 per cent of 
this group. The music teachers reported 20 per cent at 
the third and fourth grade level sang with inaccurate 
pitch; classroom teachers reported 25 per cent. Both 
music and classroom teachers reported eight per cent at 
the third and fourth grade level had not yet found their 
singing voices. At the fifth and sixth grade level, the 
music teachers reported 77 per cent sang with reasonable 
accuracy of pitch; classroom teachers reported 71 per 
86 
cent. The music teachers reported that at the fifth and 
sixth grade level, 18 per cent sang with inaccurate pitch; 
classroom teachers reported 20 per cent. At this same 
grade level, music teachers reported five per cent had 
not yet found their singing voices. Classroom teachers 
reported eight per cent at this grade level who had not 
yet f.ound their singing voices. Data pertaining to the 
above are presented in Table V. 
II. SPECIFIC MUSIC ACTIVITIES 
This section will present the specific music 
activities--singing, rhythmic, listening, reading, making 
up music, and instrumental--which comprise the music 
program of the elementary schools that participated in 
this study. The original data as received from the 
music teachers and the classroom teachers will be 
presented on a comparative basis and an evaluation of 
the program will be made with each specific activity. 
Singing activities. The data presented in Table 
VI indicate that the schools employing music teachers 
have a slightly better music program as far as the 
singing activities are concerned than those schools 
without the services of a music teacher. Data compiled 
from the returns of the classroom teachers indicate that 
TABLE V 
DATA RELATING TO THE SINGING ABILITIES OF THE CHILDREN 
Classroom Teachers Vmsi c Teachers 
Singing ability K-2 3-4 5-6 K-2 3-4 5-6 
1. Sing with reasonable 
accuracy in pitch 61* 67 71 58 72 77 
2. Sing with inaccurate 
pitch 23 25 20 24· 20 18 
3. Have not yet found 
their singing voices 16 8 8 18 8 5 
*All figures are expressed in percentages. 
TABLE VI 
INDEX RATINGS RELATED TO SINGING ACTIVITIES 
INDEX R A T IN G S 
Classroom Teachers Music Teachers 
Activities K-2 3-4 5-6 K-2 3-4 5-6 
1. Matching tones 2.14 1.95 1.69 3.34 a.6o 1.97 
2. Learning by rote 3.30 2.93 2.2.5 3.90 3.30 2.83 
3. Singing rounds 1.68 2.15 2.26 1.41 2.60 3.03 
4· Singing with 2.60 2.74 2.59 2.45 accompaniment 2.37 2.97 
5. Singing without 
3.14 ac c_<:>mp animent 3.06 2.71 2.36 2.62 2.90 
6. Singing in harmony 
a. 2-part songs l.lJ..j. 1.38 2.34 1.31 2.17 3.37 
b. 3-p art songs 1.02 1.02 1.32 1.,13 1.35 2.03 
c. descants 1.oo 1.07 1.3;6 1.07 1.63 2.10 
7. Encouragement of individual 
2.57 2.46 and small group singing 2.27 2.83 2.83 2.79 co co 
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there was no use of part singing nor descants at the 
kindergarten through fourth grade levels and no three-part 
nor descant singing done at the fifth and sixth grade 
level. Activities rarely used in the kindergarten through 
the second grade included matching tones, singing rounds, 
and singing with accompaniment. At the third and fourth 
grade level, matching tones and singing rounds were rarely 
used. At the fifth and 'sixth grade level, the following 
activities were rarely u~ed: matching tones, learning by 
rote, singing rounds, singing without accompaniment, two-
part songs, and encouragement ofoindividual and small 
group singing. Activities frequently used at the kinder-
garten through second grade level included learning by 
rote, singing without acco~paniment, and encouragement 
of individual and small group singing. At the third and 
fourth grade level, activities frequently used included 
learning by rote, singing with accompaniment, singing 
without accompaniment, and encouragement of individual 
and small group singing. At the fifth and sixth grade 
level, singing vri th accompaniment was the only activity 
used frequently. None of the activities for any grade 
level received an index rating indicating.that they were 
used in almost every music period. 
Data compiled from the returns of the music teachers 
indicate that singing rounds and singing in harmony were 
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not used at the kindergarten through second grade level. 
It was found that, at the third and fourth grade level, 
three-part songs were not used. Activities rarely used 
at the third and fourth grade level were singing with 
accompaniment, two-part songs, and descants. At the 
fifth and sixth grade level, activities not used were 
matchL~g tones, three-part songst and descants. 
Activities used frequently at the kindergarten through 
second grade level included matching tones, singing with 
accompaniment, singing without accompaniment, and 
encouragement of individual and small group singing. 
For the third and fourth grades, activities used frequently 
included matching tones, learning by rote, singing rounds, 
singing without accompaniment, and encouragement of 
individual and small group singing. Activities frequently 
used at the fifth and sixth grade level included learning 
by rote, singing rounds, singing with accompanimentt 
singing .without accompaniment, tw·o-part songs, and 
encouragement of individual and small group singing. 
Learning by rote at the kindergarten through second grade 
level was the only activity which received an index rating 
indicating use in almost every music period. 
As was indicated in Chapter III, some music 
educators suggest that matching tone songs and games 
91 
should be an integral part of the daily music class. As 
indicated in Table VI, this activity was rarely used by 
the classroom teachers at any grade level nor was it used 
by the music teachers with any degree of frequency except 
at the lower grade levels. 
Learning by rote is considered to be an important 
part of the music program throughout the elementary school. 
Classroom teachers used this activity frequently from the 
kindergarten through the fourth grade but only rarely in 
the fifth and sixth grades. Music teachers were 
apparently more aware of the value of learning by rote 
in the upper grades, as this activity was used frequently 
in the third through the sixth grades and almost daily 
in the kindergarten through the second grade. 
Singing rounds is considered valuable preparation 
for later singing activities which involve harmony. 
However, classroom teachers reported this activity was 
rarely used at any level. Music teachers used this 
activity frequently in the third through the sixth grades. 
It has been noted that singing with accompaniment 
enhances songs for children. Accompaniments for known 
songs are urged at all levels. This activity was rarely 
used in the kindergarten through fourth grades by either 
classroom teachers or music teachers. Singing without 
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accompaniment was used extensively by music teachers at 
all grade levels and by classroom teachers at all but the 
fifth and sixth grade level. 
Singing in harmony should begin with the lower 
grades and become more involved as the children mature in 
experience in the upper elementary grades. The music 
programs in the elementary schools of Maine which were 
studied were almost devoid of any singing in harmony. 
Singing in harmony was rarely used by classroom teachers 
at the fifth and sixth grade level, rarely used by music 
teachers at the third and fourth grade level, and only 
two-part songs were used frequently at the fifth and 
sixth grade level. 
Individual and small group singing should be 
encouraged and used very often according to leading music 
educators. Data presented in Table VI indicate that this 
activity was used frequently at the kindergarten through 
second grade level by classroom teachers but rarely in 
the upper four grades. Music teachers are undoubtedly 
more aware of the value of this activity as they reported 
frequent use of individual and small group singing at all 
levels. 
Rhythmic activities. The data presented in Table 
VII indicate that the schools employing music teachers 
TABLE VII 
INDEX RATINGS RELATED TO RHYTHMIC ACTIVITIES 
INDEX RATINGS 
Classroom Teachers Music Teachers 
Activities K-2 3-4 5-6 K-2 3-4 5-6 
1. Free bodily movement to 
music 2.88 2.24 1.68 3.31 2.40 1.66 
2. Singing games 3.18 2.24 1.26 3.32 2.75 2.03 
3. ·Action songs 3.20 2.19 1.61 3.53 2.50 1.83 
4· Dramatizations 2.24 1.66 1.46 3.00 2.30 2.03 
5. Folk dances 2.04 1.86 1.89 2.38 2.49 2.55 
6. Rhythm instruments 2.16 1.66 1.29 2.79 2.10 1.48 
\0 
\>I 
----------
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have a slightly.better rhythmic program than the schools 
without the services of a music teacher. Classroom 
teachers reported that free bodily movement to music~ 
singing games, and action songs were frequently used in 
the kindergarten through second grades. Dramatizations, 
folk dances, and rhythm instruments were used only rarely 
by this group. liiusic teachers r~ported that action songs 
were used during almost every music class; dramatizations 
and rhytl1m instruments were used frequently; and folk 
dances were used rarely. 
At the third and fourth g_:r:ade, levels., both groups 
of teachers reported that the majority of rhythmic 
activities were used rarely with the exception of singing 
.. 
games and action songs which were used frequently by 
music teachers. At the fifth and sixth grade level, 
classroom teachers reported singing games,. dramatizations, 
and rhythm instruments were not used,, and free bodily 
movement to music, action songs, and folk dances were 
used only rarely. For this level, the music teachers 
reported that folk dances were used frequently; free 
bodily movement to music, singing games: action songs, 
and dramatizations were used rarely; and that rhythm 
instruments were never used. 
It w~s noted in Chapter III that, because of the 
nature of children, rhythms should have a very important 
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place in the music program of elementary schools. It 
was also noted that the importance of this activity 
should continue throughout the elementary school with 
more precise and complicated rhythmic response expected 
at the upper grade levels. The data presented in Table 
VII indicate that, at the upper grade levels, there was 
practically no rhythmic program in any of the schools 
except for the frequent use of folk dancing reported by 
music teachers. Both groups of teachers reported an 
adequate rhythmic program for the kindergarten through 
second grade level but very little above the second grade. 
It should also be noted that rhythm instruments were used 
rarely by classroom teachers at the kindergarten through 
second grade level but frequently by the music teachers. 
This is undoubtedly due to the lack of preparation of 
the classroom teachers in the proper use and valuable 
contribution of rhythm instruments. 
Listening activities. The data presented in Table 
VIII indicate that there was little difference in the 
frequency of listening activities between the schools 
which have the services of a music teacher and those 
which do not. For both groups of teachers, the listening 
activities were used rarely for the most part with 
television and live performances not used and radio used 
TABLE VIII 
INDEX RATINGS .RELATED TO LISTENING ACTIVITIES 
INDEX RA T I N G S 
Classroom Teachers Music Teachers 
Activities K-2 3-4 5-6 K-2 3-4 5-6 
1. Listening to records 
a. "to identify instruments 1.81 1.80 1.91 1. 75 2.36 2.61 
b. to identify rhythmic 
patterns 1.83 1.80 1.73 1.96 2.03 2.31 
c. to distinguish modds 1.67 1.51 1.84 1.86 2.10 2.34 
d. to identify musical 
themes 1.48 1.68 1.61 1.43 1.89 2.25 
e. to associate the story 
element with the 
music 1.76 1.66 1.57 2.18 2.24 2.32 
f. to learn about music 
of other lands 1.43 1.61 1.86 1.64 2.07 2.26 \0 
0\ 
(Continued on the following page) 
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TABLE VIII (Continued) 
INDEX RATINGS RELATED TO LISTENING ~TIVITIES 
INDEX RATING s 
Classroom Teachers Music Teachers 
Activities K-2 3-4 5-6 K-2 3-4 5-6 
' 2. Listening to radio 1.16 1.29 1.51 1.00 1.03 1.03 
3. Listening to television 1.36 1.29 1.40 1.03 1.03 1'.03 
4· Listening to live performances 1.26 1.29 1.21 1.25 1.31 l.I.J-6 
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rarely by classroom teachers at the fifth and sixth grade 
level. The only other exception was found in reports by 
the music teachers which indicated that listening to 
records to identify instruments was used frequently. 
It ~~s been noted in Chapter"III that the specific 
listening activities were often the best avenue to musical 
growth for some children. In tne schools of Maine which 
were studied, this avenue for musical growth is practically 
non-existent. A few isolated cases indicated use of the 
school-planned music television program which is telecast 
through a powerful commercial television·channel in Maine. 
No doubt the lack of equipment has a great deal to do 
with the failure of the schools .to make use of this 
activity. 
Reading activities. The data presented in Table 
IX indicate the greatest difference found in the music 
program between those schools employing a music teacher 
and those not employing a music teacher. The classroom 
teachers reported that music reading readiness was used 
rarely at all grade levels. At the kindergarten through 
second grade levelt learning by note was not used. At 
the third and fourth grade level, learning by note was 
used frequently; but at the fifth and 'sixth grade level, 
this activity was used rarely. 
1. 
2. 
TABLE IX 
INDEX RATINGS RELATED TO READING ACTIVITIES 
INDEX RATINGS 
Classroom Teachers Music Teachers 
Activities K-2 3-4 5-6 K-2 3-4 5-6 
Music reading readiness 1 •. 81 2.07 1.87 2.17 3.00 3.34 
Learning by note 1.45 2.5o 2.33 1.79 3.33 3.57 
\0 
\0 
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Music teachers reported that both music reading 
readiness and learning by note were used rarely at the 
kindergarten through second grade level. However, at 
the third and fourth grade level 1 both of these activities 
were used frequently; at the· fifth and sixth grade level, 
music reading readineps was used frequently, and learning 
by note was included among the activ~ties of practically 
every music period. 
This emphasis on the reading program by music 
teachers was to be expected. A study of recommended 
reading activities by outstanding mus-ic educators, 
however, points out.that how these activities are used 
determines whether they are to be a valuable contribution 
or a detriment to the music program. 
A study to determine the best method to employ in 
the teaching of music reading as recommended by leading 
music educators revealed little agreement on any one 
method. There was agreement that the same method should 
be employed throughout a school system to provide for 
continuity from grade to grade. Many music educators 
seem to be agreed that syllables have decided advantages 
over other systems, whereas other music educators suggest 
that numbers or letters have decided advantages. Therefore 1 
no one method is here being recommended above another. 
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According to the reports of the classroom teachers, many 
use the movable do system of syllables, with note direction, 
letters, intervals, and numbers following in that order. 
Six teachers reported using no method. Music teachers 
rather overwhelmingly chose the movable do system of 
syllables, with intervals, note direction, letters, 
numbers, and fixed do following in tP~t order. However, 
both groups of teachers reported using several methods 
and no school was listed as using a uniform system 
throughout the elementary school. 
Making B£_ music activities. The data pre·sented 
in Table X indicate that making up music activities in 
the schools without the services of a music teacher were 
almost non-existent. Only in a few isolated cases were 
any of these activities reported. Music teachers reported 
such activities were used rarely, and that melody or 
harmony instruments were never used in the kindergarten 
through fourth grades. 
Leading music educators stress the fact that 
specific creative activities help to build self-respect 
and self-confidence on the part of the children. Such 
activities aid children to understand better the music 
and composers they hear and study. Perhaps the rare use 
of creative activities was due to lack of preparation on 
the part of the teachers, both classroom and music. 
TABLE X 
INDEX RATINGS RELATED TO MAKING UP MITSIC ACTIVITIES 
INDEX RAT I N G S 
Classroom Teachers Music Teachers 
Activities K-2 3-4 5-6 K-2 3-4 5-6 
1. Making up words 1.39 1.29 1.20 1.69 2.03 2.07 
2. Making up words to a 
known tune 1.44 1.29 1.33 1.55 1.77 1.80 
3. Composing simple 
melodies 1.20 1.2L~ 1.26 1.62 1 •. 94 1.90 
4. Making up rhythmic 
1.34 1.74 accompaniments 1.22 l.;LJ. 1.69 1.83 
5. Use of melody instruments 1.17 1.39 1.28 1.!j.9 1.87 1.80 
6. use of harmony 
instruments 1.08 1.12 1.16 1.34 1.45 1.83 j-J 0 
{\) 
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Instrumental activities. Table XI indicates that 
tonal instruments were not used by classroom teachers 
except in a very few isolated cases. Music teachers 
reported using tonal instruments rarely at the third 
and fourth grade level. !rhese· instruments were never, 
used at the other grade levels. 
It was noted in the first section of this .chapt.er, 
that few schools owned rhythmic, tonal, and harmony 
instruments. Some teachers, both classroom and music, 
stated that, when tonal instruments were used, the 
children purchased them. Since many of the children 
could not afford to buy these tonal instruments, class 
instruction was not included in the curriculum. 
Outstanding music educators have said that the 
use of tonal instruments is a very important phase of 
the child 1 s musical development and that many children 
who may have limited singing abilities can learn to play 
a tonal instrument very satisfactorily. 
Despite the fact that there is but rare use of 
tonal instruments in the lower grades, the music teachers 
reported, as is indicated in Table XII, that 89 per cent 
of the schools represented had an instrumental program. 
Classroom teachers reported 87 per cent of the schools 
represented had no instrumental program. 
TABLE XI 
INDEX RATINGS RELATED TO INSTRUMENTAL ACTIVITIES 
INDEX RAT I N G S 
Classroom Teachers Music Teachers 
.Activities K-2 3-4 5-6 K-2 3-4 5-6 
l. Tonal instruments 
a. tonettes 1.11 1.19 1.11 l.J.O 1.55 1.31 
b. song flutes 1.oo 1.06 1.oo 1 •. 10 1.41 1.30 
c. other 1~09 1.16 ·1.16 1.10 ·1.57 1.26 
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TABLE XII 
DATA RELATING TO AN INSTRUWlliNTAL PROG~~ 
Yes No 
Schools represented by music 
teachers 89* 11 
Schools represented by classroom 
teachers 13 87 
* All :figures are expressed in percentages. 
Public performances. The majority of schools 
represented by both classroom and music teachers reported 
one public performance during the school year. A few 
stated there were none, several reported two, and a very 
few reported three or more. Concerts seemed to be the 
most popular form of public performance with assemblies 
and operettas accounting for approximately the same 
number. However, it was noted in several cases that the 
public was not invited to the assemblies. Other types of 
public performances included special Christmas programs, 
specialty shows, graduations, Parent Teacher Association 
meetings, and one school took part in the State Music 
Festival. Practically all teachers r~ported that all of 
the children participated in the public performances. 
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Follow-up activities. Teachers were asked to 
indicate, if they felt qualified to answer, what percentage 
of: 
(1) the boys continued vocal music in high school? 
(2) the girls continued vocal music in high school? 
(3) the students continued instrumental work in 
high school? 
There were so few answers that no conclusive 
evidence was produced. The general trend seemed to be 
that few boys continued with vocal work in high school; 
a slightly higher percentage of girls did continue vocal 
music in high school; and a rather high percentage of 
those students who had instrumental work in the elementary 
school did continue their instrumental music in the high 
school. 
Self-evaluation. Both classroom and music teachers 
were asked whether or not they were satisfied with their 
music program. Table XIII indicates that 85 per cent of 
the music teachers and 82 per cent of the classroom 
teachers were not satisfied with their music programs. 
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TABLE XIII 
DATA RELATING TO SATISFACTION WITH MUSIC PROGRAMS 
Yes No 
Schools represented by music 
teachers 15* 85 
Schools represented by classroom 
teachers 18 82 
* All figures are expressed in percentages. 
On the questionnaire, teachers were asked to place 
one check after the particular phases of the music program 
which they felt needed improvement and two checks after 
the phases which they felt were in most need of improvement. 
Answers from the two groups, classroom and music teachers, 
were so unifo1~ that the data has been compiled together. 
Thus Table XIV presents only two sets or figures, one for 
those phases of the music program needing improvement and 
one for those phases of the music program in most need of 
improvement. 
The data presented in Table XIV indicate that both 
classroom and music teachers are well aware of the 
shortcomings of their music programs. Over 50 per cent 
of the teachers noted that the following activities 
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DATA RELATING TO A SELF-EVALUATION OF THE MUSIC PROGRAM 
Phases o~ the Need Most in Need 
MUsic Program Impro-vement of Improvement 
1. Singing 37* 8 
a:. Rote 24 5 
3. Reading readiness 40 18 
4. Reading 40 18 
5. Listening 55 18 
6 .. Rhythmic 41 7 
1· Instrumental 31 22.. 
8. Time allotment 36 19 
9. Materials (books) 30 17 
IO. Equipment (records, 
record players, 
44 28 pianos~ etc.) 
11. Physical plant 20 8 
12. Music workshops ~or 
in-service training 36 16 
13. Correlation with 
other subjects 26 6 
14. Other 23 3 
* All rigures ere expressed in percenta~es. The 
percentage :figures will not total 1007o because not 
all teachers checked any one item but the majority 
of' teachers checked several items. 
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needed improvement: reading readiness, reading, listening, 
and instrumental. Over 50 per cent of the teachers were 
disaatisfied with the time allotment for music classes; 
72 per cent were dissatisfied with the equipment with 
which they had to work; and 52 per cent felt that more 
music workshops were needed. Twenty-eight per cent of 
the teachers indicated dissatisfaction with the physical 
plant. Between 28 per cent and 50 per cent of the 
• teachers indicated dissatisfaction with singing, rote, 
and rhythmic activities, materials, and correlation with 
other subjects. 
In addition to the items listed on the questionnaire, 
many classroom teachers noted a need for special music 
teachers, more preparation in music for themselves, and 
a continuous music program throughout the elementary 
school. One teacher noted that if they could have a 
television set so that they could take advantage of the 
special music program being televised over one of the 
powerful commercial stations, the children would benefit. 
Additional needs listed by music teachers were better 
preparation for themselves as well as the classroom 
teachers; more cooperation from classroom teachers; more 
use of available materials on the part of classroom 
teachers; a special music room; and, in agreement with 
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the classroom teachers, a continuous music program 
throughout the elementary school. 
Several teachers wrote letters expressing their 
need for a music program and their dissatisfaction with 
what was being done. A fe1v direct quotations from these 
letters may serve to point up the desperate need of music 
programs in the elementary schools of Maine. From 
classroom teachers: 
We have no music teacher. The other teachers 
know nothing about music. I teach what music is 
taught in all ~rades along with a full teaching 
load (3 grades). We have a definite lack of music 
instruction. 
As you will see our school has gQ music program. 
The children do dance to records during the noon 
hour, if they wish. Our religious instructor 
(once a month) is the only outside help we get 
with the singing. As teachers we try to do all 
we can along this line but none are professionals. 
I wish you success in your undertaking and hope 
the result of your campaign will be made public. 
It might nwake up 11 !Vlaine' s rural areas to the fact 
that they are missing something and in regard to 
the children of today, ttit is later than they 
think.n 
We sing songs and listen to records in Junior 
Primary. I feel my music program is very inadequate 
because of time, and my inability to teach music. 
We have absolutely no music program as such and 
about the only time they get any singing is when 
the Bible teacher comes once a month. I am teaching 
tap and that is it! There is a great need for it 
here especially where I am not at all musical myself. 
In this school there is nothing worth mentioning 
concerning music. It is deplorable, but our 
superintendent plans to have a full time music 
teacher next year. Sounds too good to be true. 
I am sorry to inform you that in our schools 
we have no music teacher or musical instrument. 
We have no special music education. Only one 
teacher has a partial program. 
We need a music teacher to come to our school 
to directly teach our pupils. We have, however, 
benefited a great deal from our television music 
course. 
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I do not sing at all but I devote a few minutes 
each day to singing led by one of the pupils. 
From music teachers: 
It seems to me that the most necessary improvement 
is in the treatment of music--that is, in the 
importance and dignity it must have. 
I cannot give you the information you desire 
because my work involves so many schools and over 
a thousand children. The. pressure ·is great, 
equipment scarce, and teachers not equipped to 
teach music on their own. It is not a pretty picture. 
Since we have become an administrative district, 
I find myself with 2,300 children to guide chorally. 
• • • At the moment, there is too little .time to 
cover the work, the equipment is poor, the teachers 
need 'training, and the administrators have to see 
the need of music. 
We in Maine can never get enough music teachers 
but I could not honestly advise any student to come 
to Maine. I find practically all principals and 
school boards in Maine calling music a frill and an 
expense that can best be dispensed.with. Such an 
attitude on the part of administrators is not 
conducive to good interest in any kind of public 
school music. It will be an unhealthy situation 
until those in power change their attitudes. 
It was noted at the beginning o.f this chapter that 
twenty-four schools reported no music program. It may 
well be that a far greater number have no music program, 
and, because of that, did not return the questionnaires. 
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This study has revealed that the children of Maine 
are not receiving the musical experiences which are their 
right. Singing activities were found to be limited. 
Rote singing and singing without accompaniment were the 
only specific singing activities used with any frequency. 
Rhythmic activities at the lower grade levels were used 
with some frequency but were used rarely at the third 
through sixth grade levels. Listening activities were 
almost non-existent. Reading activities carried on by 
music teachers were used frequently but in the schools 
in which classroom teachers must teach music, this 
activity was used rarely. Making up music activities 
were almost non-existent, as were instrumental activities. 
Pressure must be brought to bear on administrators, 
teacher education institutions, and the State Department 
of Education to provide for the children of Maine those 
musical experiences which will enrich their lives. 
CHAPTER VI 
S~~RY, CONCLUSIONS, AND REOOM14ENDATIONS 
The purposes of this study were as follows: (1) 
to determine the music activities recommended for inclusion 
in the elementary school curriculum as presented by 
outstanding music educators; (2) to examine existing 
practices in music education in selected elementary schools 
of Maine; and (3) to evaluate these practices in the light 
of those activities recommended by leading music educators. 
For the purpose of gathering data for this study, 
the Questionnaire techniQUe was used. The initial step 
in the development of the QUestionnaire involved a 
thorough study of writings by outstanding music educators 
to determine those activities which should comprise a 
desirable music program for the elementary school. The 
second step involved the listing of specific activities 
under·each of the general activity headings. Here, again, 
professional books on music education and discussions 
with music educators served as a guide. 
The QUestionnaire was sent to eighty-five music 
teachers selected to represent schoolswith an enrollment 
of from less than a hundred to approximately five hundred. 
The twelve largest school systems in tJJ.e State were not 
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included in this study. Because so many schools in Maine 
do not have the services of a music teacher, principals 
in 148 schools were asked for their cooperation in this 
study. Three questionnaires were sent to each principal 
with the request that he ask one teacher at each of the 
grade levels--kindergarten through second, third and 
fourth, fifth and sixth--to ans1.,rer the questionnaire. 
The ratings of frequency for each item contained 
in the questionnaire were tabulated separately for the 
music teachers and for the classroom teachers. Index 
ratings were computed for each item on the questionnaire 
to facilitate a comparison of the music program in 
schools employing a music teacher and those without the 
services of a music teacher. 
I. FINDINGS AND IMPLICATIONS 
The findings of this investigation are presented 
below in accordance with the following original divisions 
of the problem: (l) music activities recommended for 
inclusion in the elementary school curriculum as presented 
by outstanding music educators; (2) existing practices in 
music education in selected elementary schools of Maine; 
and (3) an evaluation of these practices in the light of 
those activities recommended by leading music educators. 
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A. RECOJY!::MENDED MUSIC ACTIVITIES 
Sin~ing activities. All children should be 
encouraged to sing for the sheer joy of .singing and they 
should sing often. Matching tone games and songs should 
be a part of the daily singing activities to aid the 
hesitant singers. Aiding the hesitant singers becomes 
more difficult at the upper grade levels, but individual 
help and encouragement must continue throughout the 
elementary school. Learning by rote is a valuable 
musical experience and should be continued throughout 
the elementary grades. It is advisable,, to sing without 
accompaniment when learning new songs but accompaniments 
should be used at all levels to enl~ance the finished 
songs. Singing in harmony should begin in the lower 
grades with the singing of rounds, simple descants, and 
through the use of accompanying instruments. Singing in 
harmony develops into two- and three-part singing at the 
upper grade levels. It is advisable to encourage 
individual and small group singing at all grade levels. 
Rhythmic activities. Responding to music with 
free bodily movement should be encouraged. Dramatizations, 
singing games, action songs, and folk dances develop the 
child's feeling for rhythm and should be a part of the 
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music program throughout the elementary grades. The use 
of rhythm instruments sharpens the rhythmic response. 
Activities of this nature also give great satisfaction 
to the child who does not excel in singing. Rhythm 
symbols should be introduced when and where they will be 
meaningful to the children. 
Listening activities. Listening is an indispensable 
part of every musical activity. Listening provides the 
child with an experience with music far beyond that which 
he is able to perform himself. 
Media for listening recommended. for use in the 
elementary school include records, radio, television, and 
live performances. 
Specific listening activities should include the 
folloitring: 
(1) identification of rhythmic patterns, 
(2) learning to distinguish moods, 
(3) learning to associate the story element with 
the music, 
(4) learning about music of other lands, 
(5) identification of instruments, and 
(6) learning about composers and their music. 
Reading activities. The development of music 
reading depends upon the establishment of working 
117 
connections between ear, eye~ and understanding. Music 
reading readiness begins early in the child's musical 
experience. At this stage, it is desirable to use 
picture-gesture symbols and other non-technical devices 
to indicate the general contour of a phrase or the relative 
time values involved. The use of' syllables and/or numbers 
is advantageous in learning tonal relationships. Letters, 
note direction, and intervals, all have their advantages 
and disadvantages. The method employed is relatively 
unimportant. It is important that there should be an 
organized system-wide plan. Skill in music reading is 
desirable but it should be considered a means, not an 
end in itself. 
Creative activities. All music activities should 
be approached in a creative spirit. itlhen a child discovers 
new beauties, new meanings, or new abilities, he enjoys 
the psychological values of a creative experience. The 
creative experience is the significant feature, not what 
the child creates. Specific creative activities should 
include: 
(1) making up words, 
(2) making up words to a known tune; 
(3) composing simple melodies, 
(4) making up rhythmic accompaniments, and 
(5) use of melody and harmony instruments. 
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Instrumental activities. Instrumental music should 
be an integral part of the child 1 s musical experience. 
All children in the lower elementary grades should have 
opportunities to examine and play many simple instruments 
including tonal instruments. In the upper grades, there 
should be instrumental classes for all the children who 
would profit from this experience. 
B. EXISTING PR~CTICES IN 1IDSIO EDUCATION 
IN SELECTED ELEMENTARY SCHOOLS 
OF MAINE 
General information. All of the music teachers 
responding to the questionnaire indicated that,the schools 
in which they taught were a part of either a Union or a 
School Administrative District. The music teachers work 
in from one to ei~lt schools with the majority indicating 
that they do all the music teaching. A large percentage 
of the music teachers were responsible for both the vocal 
and instrumental music. 
The time allotment for music classes as indicated 
by the majority of classroom teachers was five, fifteen 
minute periods a week for the kindergarten through second 
grade level. Music teachers, for the same grade level, 
indicated twenty minute periods once a week as the usual 
time allotment. At the third and fourth grade level, 
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the majority of classroom teachers reported five, tv.renty 
minute periods a week. For the same level, music teachers 
reported thirty minute periods once a week. At the fifth 
and sixth grade level, the majority of classroom teachers 
reported thirty minute periods once a week while, for the 
same level, music teachers reported twenty minute periods 
once a week. 
Our Singing World published by Ginn and Company 
was listed as the series most frequently used in the 
elementary schools by both classroom and music teachers. 
New Music Hor1zons published by Silver Burdett Company 
and The American Singer published by the American Book 
Company followed in that order. A few schools reported 
some of the Together We Sing Series published by Follett 
Publishing Company. There was very little difference 
found regarding the books used as reported by the 
classroom teachers and the music teachers. 
Very few schools reported special music rooms. 
Approximately one-half of the classrooms were equipped 
with pianos as indicated by the classroom teachers. Music 
teachers indicated that in the schools in which they 
worked, approximately one-third of the' classrooms were 
equipped with pianos. Only one schooi reported pianos 
in each classroom. 
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Very few schools were well-equipped with rhyt~Jn, 
tonal~ and harmony instruments. Several teachers noted 
that the only instruments available were home-made 
instruments. A few teachers stated.that the school OYr.ned 
one set of rhythm band instruments. The one noticeable 
difference between the schools in which there was a music 
teacher and the schools in which there was none was in 
the ownership of autoharps. Over half of the music 
teachers reported autoharps in the schools. About seven 
per cent of the classroom teachers reported an autoharp 
owned by the school. 
Record players owned by schools represented by 
classroom teachers varied from none to seven; by schools 
represented by music teachers, the number varied from 
none to thirteen. The vast majority of schools represented 
by both groups of teachers owned less than fifty usable 
records. The RCA Victor Basic Record Library for 
Elementary Schools was not 01~Led by the majority of schools 
represented by both groups. More music teachers indicated 
school OWlLership of the record albums which accompany the 
series of books used t~~ those without these records. 
About one-third of the classroom teachers indicated that 
the school owned a part of or a complete set of the record 
albums which accompany the series of b9oks used. 
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The singing abilities of the children followed 
much the same pattern in reports from both groups of 
teachers. The highest percentage of children at each 
grade level could sing with reasonable accuracy of pitch, 
between eighteen per cent and 25 per cent of the children 
at each grade level sang with inaccurate pitch, and five 
per cent to eighteen per cent of the children had not 
yet found their singing voices. The higher percentages 
in this last group were found at the kindepgarten through 
second grade level. 
Specific music activities. Singing activities as 
a whole received a slightly higher frequency rating from 
music teachers than from classroom teachers. Learning by 
rote, singing without accompaniment, and encouragement of 
individual and small group singing were the only activities 
indicated by classroom teachers as used frequently in the 
kindergarten through fourth grade level. At the fifth and 
sixth grade level, singing with accompaniment was the only 
activity used frequently. Music teachers indicated 
matching tones, learning by rote, singing with accompaniment, 
singing without accompaniment, and encouragement of 
individual and small group singing comprised the activities 
used frequently in kindergarten through the fourth grade. 
At the fifth and sixth grade level, music teachers 
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indicated learning by rote, singing rounds, singing with 
accompaniment, singing without accompaniment, two-part 
songs, and encouragement of individual and small group 
singing as activities used,frequently. Learning by rote 
at the kindergarten through second grade level was the 
only activity reported by either group of teachers which 
received an index rating indicating use in almost every 
music period. 
Rhythmic activities were used with approximately 
the same frequency in the lower grades by both classroom 
and music teachers. At the third through sixth grade 
levels, classroom teachers reported very little use of 
rhythmic activities. Music teachers reported frequent 
use of folk dances in these grades but no other rhythmic 
activities. Rhythm instruments 1-rere rarely used by 
classroom teachers. 
There was little difference in the use of listening 
activities as reported by classroom :teachers and music 
teachers. Both groups of teachers reported that listening 
activities were used rarely. Radio, television, and live 
performances were employed in only isolated instances. 
Music teachers indicated a much higher degree of 
··"I 
frequency in the use of music reading activities from the 
third through the sixth grade than did classroom teachers. 
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Music teachers reported learning by note at the fifth and 
sixth grade level was used in practically every music 
period. ~~ere was no uniformity throughout any one 
school system in the use of a method in teaching music 
reading. 
Activities involving making up music were non-
existent in schools without the services of a music 
teacher. These activities were rarely used in the schools 
employing music teachers. 
Classroom teachers reported a few isolated 
instances which used tonal instruments. Music teachers 
reported only rare use of tonal inst1~ents. In many 
instances, the children purchased the instYuments if 
they were used. Regarding an instrumental program in 
the school, 89 per cent of the music teachers reported 
such a program but only thirteen per' cent of the classroom 
teachers indicated the availability of an instrumental 
program. 
The majority of schools represented by both 
classroom and music teachers reported one public 
performance during the school year. Concerts were the 
most popular form of public performance and in practically 
I , 
all cases, all of the children participated. 
Reports of the follow-up music activities at the 
high school level were inconclusive. 
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A vast majority of both groups of teachers indicated 
that they were dissatisfied with the music program as it 
now exists. Reading readiness, reading, listening, and 
instrumental activities were listed by over half of the 
teachers as needing improvement. In addition, over 50 per 
cent of the teachers were dissatisfied with the time 
allotment for music classes; 72 per cent were dissatisfied 
with the equipment with which they had to work; and 52 
per cent felt that more music workshops were needed. 
C. EVALUATION AND CONCLUSIONS 
The material presented in Chapter III has been used 
as a basis for an evaluation of the music program in the 
selected elementary schools of Maine. 
The singing activities do not meet the minimum 
requirements of the recommended activities. Rote singing, 
singing without accompaniment, and encouragement of 
individual and small group singing were the only activities 
generally used with any frequency. There was an adequate 
rhythmic program for the kindergarten throu~l the second 
grade. Beyond the second grade, hm'Tever, there v.ras 
practically no rhythmic program. Listening activities 
were practically non-existent in the elementary schools 
of Maine selected for this study. 
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The music reading program under the supervision 
of music teachers was given more emphasis than the music 
reading program in the schools without the services of a 
music teacher. The movable do system was used more 
generally but there was no record of a uniform system 
throughout the elementary grades in any one school. 
Making up music activities were reported used even 
less often th~~ the listening activities. Therefore, 
the children in the elementary schools of Maine selected 
for this study are being denied these valuable musical 
experiences. 
Tonal instruments were not used by classroom 
teachers and used rarely by music teachers. In many 
cases, children were required to purchase their own 
instruments. Thus, this activity does not meet the 
requirements recommended by outstanding music educators. 
II. RECO~rnENDATIONS 
The following recommendations are made as a 
result of this study: 
1. Pressure should be brought to bear on the 
State Department of Education to require music as a part 
of the curriculum of the elementary schools of Maine. 
The music program is at a psychological disadvantage 
without the approval of the State Department of Education. 
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2. If music teachers are to do all of the music 
teaching~ they should not be responsible for more than 
two schools. More music teachers are obviously needed 
in the large Unions and School Administrative Districts. 
3. If music teachers are to act in a consultant 
(supervisory) capacity, classroom teachers must have 
more preparation for teaching music in their o~m 
classrooms. 
4. Administrators should become cognizant of 
the values to be derived from a well-organized, well-
taught music program. 
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APPENDIX A 
LETTER TO PRINCIPALS 
Dear 
10 Spring Valley Road 
Natick, Massachusetts 
April 16, 1959 
134 
In partial fulfillment of the requirements for 
the degree of Master of Music in Music Education, I am 
making a study of the music activities in selected 
elementary schools of Maine. Much of this study must 
be done through the use of a questionnaire. 
Would you kindly ask three teachers--one in each 
of the three groups; K-2, 3-4, 5-6-- to answer these 
questionnaires? 
Three questionnaires are enclosed. You will also 
find enclosed a self-addressed, stamped envelope for 
your convenience in returning these questionnaires to 
me. No specific towns or persons will be named .in the 
compilation and discussion of the data relating to this 
study. 
Thank you very much for your cooperation. 
Sincerely JT"OUrs, 
(Mrs. Pierson M. Grieve)~ 
APPENDIX B 
LETTER AND QUESTIONNAIRE 
TO CLASSROOM TEACHERS 
' 
l36 
, 
;-----:.=-=··=-··=· .. ~ ...~;-,--~-J 
' 
APPENDIX C 
LETTER AND ~UESTIONNAIRE 
TO MUSIC TEACHERS 
-A, SURVEY OF THE MUS!C PROGRAMS IN SELECTED 
ELEMENTARY SCHOOLS OF MAINE 
by 
Doris B. . Grieve 
Masters° Candidate 
·Boston University 
School of Fi~e and _1}-pp~ied Arts 
Dear Music Educator: 
In partial fulfillment of the requirements for the degree 
of Master of Music in Music Education, I am conducting a' study of 
·the music ac.ti vi t{es in .selected element-ary 'schools of Maine. Much 
of this study must be done through the use of a q~estio~nai~e. 
I would appreciate very much your taking a few minutes at 
this particularly "b~sy time Q·f' the year to complete this que_stion-
. na1..re, One .of the purposes of th_is stu_dy is to give those of us 
in the field of musi--c some idea: of what is being .done through;ut 
t~e State .. · Another pu~pose is to find a va~id basis for .the · 
_ eval,uat_i.on of o.ur own programs. 
If you ~ork in two or more elementary schools either within 
a Union or.within a city, please use only one school as a source 
for· filling out the questionnaire. · 
Should you like to make any comments not included in the 
questionnaire·9 please feel. free to do so on the back of the last 
page. Anything which might be helpful in this study will be 
gratefully. received. 
Thank you very much for your time and cooperaEion. 
Town or city ~-----------------------~---------------------------
County ______ ~-------------~~~-----------------------
Name of school -~-----------~~~--------------~-----------
-Enrollment 
------------------~-------~---------------
Is this school part of a Union? _ __,_ __ .;;,;.._ ______ _ 
In how many schools d.o you work?_~-----------
Please indicate how many special music teachers there are in the school system. 
Special vocal--------------------------Full time __ ~ ______ Part time ________ _ 
Special instrumental------------=------Full time Part time ;...._ _ _ 
Vocal and instrumental combined--------Full time Part time 
---------
Please checkthe statement which is correct in your situation. 
The music teacher: 
a. acts as helping teacher-----------------------------~--
b. does all the music teaching-------------------------~--
c. teaches other subjects as well as music~-------.;-----
Please indicate the time allotment for music classes. 
Times a week 
In grades K-2----------------
------In grades 3-4----------------
--------In grades 5-6------------------~--------
Minutes per period 
Please indicate the series of books used by encircling the correct grade number. 
Summy-Birchard Publishing Co. 
-
A Singing Schoo~ ------K 1 2 3 4 5 6 
American Book Company - The American Singer=-.---------- K 1 2 3 4 5 6 
Sil,ver Burdett Company - New Music Horizons=--=--------K 1 2 3 4 5 6 
Silver Burdett Company - Music For Living------==------K 1 2 3 4 5 6 
Ginn & Company - Our Singing World---------=--====-----K 1 2 3 4 5 6 
Follett Publishing Co_. 
-
Together We Sing-------=------K 1 2 3 4 5 6 
Other =K 1 2 3 4 s 6 
Does the school have a special mysic room? (Please encircle) Yes No 
.--.------ -~ -=--- --~-- ...... ~---~----- ---~-~----~..o------.- -----.- -- ------ _....:.-_ _ _.,::_-• ---
' How many classrooms have a piano? ___________ __ Total number of classrooms 
------
Please indicate the approximate number of instruments of the following types owned 
by the school. 
autoharp ______ ~~-
tonettes ___________ _ 
tambourines 
sleigh beils ________ __ 
song flutes 
-----tone bells 
song bells-~---
drum~. 
------:-
cymbal,s;...._ ______ ~ 
clogs;._ ____ _ 
resonator bells 
·-----
tone blocks 
-----pairs of sticks 
------
Others 
-----triangles. _____ _ 
How many record players are owned by the school? ______ _ 
Approximately how many records are owned by the school? ______________ __ 
Does the school own the RCA Victor Basic Record Library for Elementary Schools? 
(Please encircle) Yes No 
Does the school own the record albums which accompany the series of books used? 
(Please encircle) Yes No 
Please give the approximate number of children in a typical class at each level who: 
K-2 3-4 5-6 
1. sing with reasonable accuracy in pitch --
2. sing with inaccurate pitch--=----~-------
3. have not yet found their singing voices -
2 

~ 
.. _, 
.. 
,.. 4 
---v. Making 2!£ music K-2 3-4 5-6 
VI. 
VII. 
21. Making up words-------------------1 2 3 4 l 2 3 4 1 2 3 
22. Making up words to a known tune---1 2 3 4 1 2 3 4 1 2 3 
23. Composing. simpl~--. me,todi~~-f~7--:l-~-f,l •' .. 4 .' 4 .3 l 2 3 4 l 2 3 
24. Making up.rhyth~ic Actofnpahiments1i ·-i 3' 4 1 2 3 4 l 2 3 
25. Use of melody instruments-----.-.--~ l 2 3 4 l 2 3 4 1 2 3 
26. Use of harmon;r.: ins trume_nts-..,-- ---::-1 z 3 4 l 2 3 4 l 2 3 
Ins trurriEmtal activities 
27. Tonal instruments 
a. tonettes_,-..,---------------~----1 2 3 4 l 2 3 4 1 2 3 
b. song flutes--------------------1 2 3 4 l 2 3 4 l 2 ,3 
c. other----------~---------------1 2 3 4 l 2 3 4 1 2 3 
28 Is there an instrumental program? (P.lease encircle) Yes No 
Public Performance~ 
29. Approximately how many public performances are rmde by the elementary school 
children during the school year? 
-----Please check the kind or kinds of programs. 
a. Operetta c. Assembl~-~-------
b. Con~ert d. Other (please indicate kind) 
30. Do all children parti:.cipate in some phase of the public performance? 
(Please encircle) Yes No 
4 
4 
4 
4 
4 
4 
4 
4 
4 
VIII. Follow-up activities (If you feel qualified to answe,r) 
31. What percentage of boys continue vocal music in high schodl? 
;:.<:~>- ~-a,s:,J?e):-c~iit:age oi'g:i:r1.:.Seorf.t:iffuav~.~~rmus'i"'E'-:en-lfi-gnscQ.O:o1:"?~?=~:::-·::---==-=~====-
33. ,:~~t percentage of students continue- instrumental work in high school? 
---~-
IX. Evaluation 
34. 
35. 
Are you satisfied wi.th your music program? 
/ (~!_.~ase encircle) Yes 
If not, please place a check (V) after the particu~ar phases you 
improvement and two checks (1/) after the phases you feel are in 
-of improvement. 
a. Phases of the music progra~ 
No 
feel need 
most need 
Singing rote reading readiness ____ reading<-----
b. 
c. 
d. 
e. 
f., 
g. 
h. 
Listenin~q ______ _ 
Rhythmic_·--=----
Instrumental_· _. _ 
,. Time allotment :.,-..,..--
Materials (books) _______ _ 
Equipment (record players, records, pianos, etc.) _____ __ 
Physical plant'"-~--... 
Music workshops for-in-service training. 
----Correlation with other subjects ___ _ 
Other~------------~~-----------~~-----------------------
